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Abstract
The study investigates student teachers’ continuous accounts of their 
teacher learning on the one-year Primary Post-Graduate Certificate of 
Education (PGCE) in order to reveal the process and context of a 
professional programme at work. Using a case study approach, diaries, 
interviews, observations, questionnaires and documentary evidence were 
utilised to capture the experiences of seventeen student teachers.
In uncovering the complexity of influences on the students from the 
different aspects of the programme - workload, tutors, schools, class 
teachers - the data presents glimpses into the variety of conditions that 
influence professional learning and the tensions and contradictions 
apparent from governmental pressures on teacher education.
The evidence reveals that the processes of learning appeared to be shaped 
by three clusters of interacting experience: school, personal being and 
college. It concluded that in addition to the problems posed by school 
practice and personal lives, the PGCE programme itself contributed to the 
students’ difficulties by exhibiting unresolved tensions between different 
sets of values as a nationwide competence model of teacher education 
gradually displaced one which emphasised reflectiveness.
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1. Introduction: Becoming a Teacher
The educational reforms which began in the early nineteen eighties by targeting schools are 
now publicly perceived to be focusing on teachers. Of course as teacher educators know, 
this is not a sudden change - initial teacher education programmes (ITE) have been 
increasingly subject to ever tightening governmental controls demanded by policy 
initiatives that have caught teacher education in the spotlight. There is to be a new, more 
closely specified curriculum, defining a range of competences and higher standards of 
knowledge and performance. But while the new standards take hold what aspects of 
teacher education are being challenged and replaced? The tension between achieving 
professional standards whilst retaining the complexity of the social, moral and ethical 
decision making within a teachers role has revealed competing positions of competence 
and reflection. The thesis examines this problem from the student perspective in order to 
reveal the expectations and contradictions within a professional programme, the 
aspirations of the beginning teachers and the pressures on programme delivery.
1.1 Statement of the Problem
Few studies have attempted to investigate the process of teacher learning across 
professional programme. Most research in the field has tended to focus on aspects of 
teacher development e.g. concerns over time within a specific stage of development 
(lannaccone, 1963; Fuller and Brown, 1975). Other researchers have focused on the 
mismatch between the student teachers, stage of development and the desired stage of 
development in attempting to construct conditions to support student teachers in more self 
directed learning (Folden and Feiman, 1980). Although there is an extensive literature 
concerning student teacher learning, little has focused on the student teacher's perspective. 
More often the experience of student teaching has been viewed from the outside in rather 
than the inside out. Few studies have explored or examined the complexity of putting 
together the individual parts of learning into a cohesive framework that is meaningful for 
student teachers (Calderhead, 1988).
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ihe following questions guided the research:
i. What does learning to teach really involve?
ii. How do student teachers make, sense of and develop their, professional learning?
in. How do student teachers make connections between theory and practice?
IV. What aspects of ITE are meaningful for the student teacher in their teacher 
development?
v. How do student teachers use competence and reflection as part of their professional 
practice?
vi. How can student perceptions better inform the design of teacher education courses? 
1*2 Statement of the Purpose
The purpose is to investigate student teachers’ continuous accounts of their teacher 
learning on a one year PGCE programme in order to provide insights into the process of a 
professional programme at work. This study also seeks to examine the tensions and 
contradictions student teachers fece whilst also considering the context in which the 
programme operates.
1.3 Considerations
The research focuses on the experience of seventeen student teachers in order to explore
their developing understanding of teacher learning across a one year PGCE course. The
findings and recommendations are limited therefore in their generic relevance. The
research does however raise a number of central issues which teacher educators may need
to address within course design and delivery of ITE. The student teachers’ reports of their
experience and insight have a raw authenticity which most teacher educators cannot but 
acknowledge.
Introduction •  Page -7-
1.4 The Structure of the Thesis
The thesis is divided into four parts. The first part (Chapter Two) contextualises the 
research and reviews the relevant literature on teacher education courses, identifying the 
core strands that contribute to the whole experience. In the second part, (Chapter Three) 
the author seeks to justify the research approach used and explains in detail the research 
methodology employed and the planning devoted to the data collection. The third part of 
the thesis discusses the student teachers’ experience across the PGCE year (Chapters 
Four, Five and Six). Each chapter focuses on a particular term Autumn, Spring, Summer, 
respectively describing student experience and highlighting the key issues identified 
through the research. The fourth part (Chapter Seven) presents the themes and sub-themes 
emerging from the data and discusses their relevance for the future direction for initial 
teacher education.
1.5 Introduction to the Study’s Participants
The students’ stories unfold chronologically across the PGCE year. The names of the 
students and the names of people and places working with the student teachers have been 
changed to preserve anonymity.
Samantha Anderton 
Saskia Corkhill 
Sandy Fowler 
Cathy Layton 
Andrea Thorpe 
Mandy Wallis
Anike Carter 
Susan Davis 
Anita Graham 
Andrew Mullan 
Jane Taylor 
Christopher Wilson
Geraldine Chambers 
VickyDennis 
John Harris 
Anna Proctor 
Angela Wade
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2. LITERATURE REVIEW: INITIAL TEACHER EDUCATION (ITE)
2.1 Introduction
It is hard to envisage any teacher educator unable to think of ways in which our current 
activities could be improved. Nevertheless it is important to ask of the current reforms, 
whose definition o f improvement is to hold sway, whose vision o f the future is to 
inform change and if  there is any dispute about what constitutes ‘improvement’ how 
these differences might be resolved? (McCulloch and Fidler, 1994, p. 168)
What makes a good teacher? This is a question which teacher educators across the world 
have asked in considering the right ingredients for teacher education courses. Surrounding 
the issues which relate to course design are however a range of perspectives from both 
inside and outside of teacher education about the kind of professional preparation 
considered to be the most appropriate. For teacher educators defining the important 
components of learning within courses and exhibiting a consistency and clarity of vision is 
crucial to sharing perceptions of what is seen to be ‘good practice’. Valli (1992, p. 11) 
draws attention to the need for teacher educators to examine and articulate conceptions of 
‘good teaching’ in order to shape and influence the future content of courses.
All too often images o f good teachers and knowledge about good teaching are left 
unarticulated, presumed to be part o f a shared, but tacit understanding. As a result one 
of the most fundamental aspects of teacher preparation is left unexamined. In place of 
a coherent conception of good teaching, tradition, institutional forces and external 
constraints often shape the teacher education curriculum.
This quote opens the line of enquiry and introduces the lack of clarity within teacher 
education concerning what parts of course design better enable teacher learning. 
Increasingly tension concerning the fundamentals of courses have focused on the one hand 
on student teachers to achieving competence in a range of teaching skills, and on the other 
hand acquiring awareness of their decision making and teaching practices through 
reflection. Over recent years competing views concerning competence and reflection have 
resulted in confusion about what is valuable for student teachers, and what they 
realistically need and are able to cope with. In order to reveal this tension the thesis 
examines this problem from the student perspective, to shed light on how teacher
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education courses might be improved through focusing on the student teachers’ unfolding 
experience across the span of a course to career entry. In considering any teacher 
education curriculum however, it is also necessaiy to scrutinise as Tom (1985) points out, 
how the curriculum embodies an overall concept of teaching. This enables understanding 
on how improvement is linked to an all round concept and belief about approaches to 
professional practice. In examining these issues I will focus on three strands of critical 
literature. The first considers educational reform towards competence within ITE and the 
changing emphasis within education towards skills and performance. The second examines 
the notion of the reflective teaching and the concepts of reflection which have been applied 
and used within teacher education. The third examines the value of the student teacher 
perspective within the process of professional development. In order to contextualise each 
strand of the literature I will first explore the underlying conceptual orientations on which 
a teacher education courses are based and link these concepts to the one year Post- 
Graduate Certificate of Education.
2.2 Conceptual Orientations Within Teacher Education
The content of any ITE course is developed with underlying conceptual orientations which 
set out a view of teacher learning. Zeichner (1983, p.3) sees them as ‘heuristic device(s) 
for organising discussion about desirable teacher education practices’ as each have 
different ways of conceiving the process of teacher learning. Zeichner offers four 
alternative paradigms of teacher education which are held together by a number of 
common assumptions. The behaviouristic paradigm specifies competences and principles 
for effective teaching. The personalistic paradigm focuses on psychological maturity, 
personal growth, beliefs and values clustered around the students’ perceived learning 
needs. The traditional-craft paradigm is a culmination of assimilating cultural and tacit 
knowledge from expert teachers. The inquiry orientated paradigm concentrates on 
reflection on pedagogical, ethical and political issues. A fifth paradigm is briefly mentioned, 
the academic which Zeichner equates with liberal education assuming that this paradigm is 
the foundation for the others. Kennedy (1989) on the other hand offers two paradigms.
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The first is the reflective practitioner paradigm, which is where practitioners are seen to be 
sensitive and thoughtful to the contexts in which they work and independent in their 
choices about the practices they select. The second is the professional standards paradigm, 
which is the application of specialised knowledge where the practitioner conforms to 
particular patterns of behaviour. Doyle (1990) identified five themes within teacher 
development which correspond to Zeichner's paradigms and also concentrate on reflection, 
critical qualities and deliberation. His approach however differs in that he focuses more on 
fixed conceptions of what teachers ought to be - the good employee, the junior professor, 
the fully functioning person, the innovator, and the reflective professional, rather than on 
working from the premise of engaging teachers in inquiry and change.
Feiman-Nemser (1990, p. 218-221) considered five conceptual orientations of teacher 
education in an extensive review in the Handbook o f Research on Teacher Education. 
These were academic, practical, technological, personal and critical-social. She drew out 
issues characteristic of each approach, highlighting their relative merits and limitations. The 
Academic focuses on teaching merely as transmission of subject and curriculum 
knowledge that emphasises academic preparation and expertise. It was elaborated on the 
basis that teachers were more than just subject specialists. They developed subject matter 
knowledge appropriate to a teaching context. Shulman’s (1986) research at Stanford 
raised the problem of separating pedagogy from content in analysing teachers’ work. He 
suggested a combination of knowledge of the discipline with knowledge of teaching and 
learning that he referred to as pedagogical content knowledge. This dealt more 
appropriately with the complexity of the teaching act. The Technological stresses teaching 
as a Science. It emphasises teacher performance and acquisition of skills and principles to 
achieve competence. This approach to teaching is supported by the contemporary 
competence movement in assuming that generic teaching behaviours and the belief that 
strategies can be learned and effective teaching can be measured against criteria of 
competence (Gage, 1978; Berliner, 1985; Westerman, 1991). The Personal sees teacher 
development as experiential development, involving processes of transformation and re-
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socialisation of the self as a teacher. It was based on the idea of students finding their own 
distinctive approaches toward teaching. Feiman-Nemser (1990) criticises this, arguing that 
a balance between individual style and institutional responsibility was necessary. In her 
cntique of the Personalised Teacher Education Programme (PTEP) at the University of 
Texas (Fuller, 1969) she concluded that although personhood was central to the tPar W  
exchange, there had to be clear general learning objectives so that individual students 
could interpret and balance their concerns within the goals of the course. She does 
however note that it was important that students examine their assumption, in relation to 
the purpose and direction of the course. The Critical/Social considers teacher education as 
social orientation, seeing teachers as agents of social justice and change. It emphasises 
students’ school based experiences and challenges student perceptions concerning the 
contexts in which they work. This was characteristic of the course at the University of 
Wisconsin where student teachers were encouraged to research their own practice and use 
seminars which aimed to broaden their perspectives and rationale for practice (Zeichner 
and Grant, 1996).
The different conceptual orientations therefore propose particular ideas, goals and means 
within any course. Each orientation stems from a premise that suggests a method and a 
direction for course development. The literature also suggests that a combination can exist 
alongside each other inside the same course, but highlights the need to make distinctions 
between the different orientations in order to make the goals of a course explicit. By doing 
so one becomes more aware of the conditions for learning which each approach creates. 
Bush (1987) specifies learning conditions in his research on the design of teacher 
education courses. He draws attention to three core practical constraints on putting 
concepts into practice: (i) the time available to deliver the course philosophy, (ii) the 
difficulty of relating theory, instruction and practice and (iii) the temptation to believe there 
is one best design. All these - but particularly the latter - he concluded prevent worthwhile 
change as courses become set in particular approaches. James Sears’ (1984) PhD thesis 
investigated the problem of teacher education courses communicating particular messages
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about teaching. He also notes the lack of consciousness within the teacher education
courses about how the concepts are realised in practice. He describes the everyday world
of teacher education as ‘a black box which many talk about but few peer into’ (p.6). He
also raises concerns about course design which could discourage student inquiry and 
discussion.1
Ross (1989) examined this idea further in his investigation on the influence of course 
structures on student teachers’ beliefs about schools and teaching. His findings support 
Sears arguments as he emphasises the need for critical examination of approaches to 
teacher education. He also goes further to offer practical suggestions for student teachers 
to construct their own teaching perspectives by drawing on past, present, personal and 
professional experiences. Sparkes-Langer and Colton (1991) share this belief and focused 
on how courses could encourage reflectivity. Collaboration for the Improvement of 
Teacher Education (CITE) was a four year course which involved working with 
undergraduates in micro-teaching situations, classroom teaching, journals and assignments. 
Pasch and Pugach (1990) used the CITE framework on in-service courses to evaluate 
levels of inquiry and reflective thinking in pre-training and post-training contexts. 
Cognitive developmental approaches were suggested by Sprinthall and Sprinthall (1990). 
They claimed that student teachers passed through developmental stages representing 
different levels of understanding. Teachers, they said, engaged in higher stages of cognitive 
development (characterised as more flexible and adaptable). They advised that teacher 
education courses should pay more attention to students and their stages of development. 
A number of issues can be extracted from the literature which focuses on how the different 
conceptual orientations are understood and translated into a structured curriculum. Whilst 
each of the orientations offers a different slant what all agree on is the need for clear aims, 
awareness of the learning methods used and a clarity of structure. The points of 
contradiction however seem to rest more on how concepts are translated into methods.
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2.3 Initial Teacher Education Towards Competence
In order to understand the shift in practice within ITE it is necessary to examine the 
background to the developments towards competence within teacher education courses in 
England and Wales. Since the mid nineteen seventies there has been tension concerning 
what concepts of teaching are most valued within teacher education. The emerging view 
has tended to emphasise issues centred on teaching quality and measurement of standards 
in considering the competence of potential teachers. Direct political intervention and the 
determination of government to raise standards across education have focused on teacher 
education as a means of improving educational output with greater emphasis placed on 
training and job performance (Whitehead, Menter and Stainton, 1996). In recent years 
teacher education has moved closer towards assessment of professional competence with 
greater emphasis placed on primary practitioners developing subject competence. The 
influence of government intervention within course structures has resulted in a shift in the 
structure and process of professional courses and has threatened what many teacher 
educators believe to be important concepts for teacher development. In order therefore to 
understand the structural and conceptual issues within teacher development it is important 
to understand the process of educational reform towards competence.
To capture the shifts in the educational climate I will begin with the Ruskin College speech 
in 1976, which is referred to in the literature as a land mark in the debate concerning 
educational improvement. This is where the Labour Prime Minister James Callaghan 
expressed concern about the curriculum and what was being taught in schools. The 
general climate leading up to the general election of 1987 seemed to set the political and 
educational agenda for the Conservative Party which stressed a return to the basics in 
schools and the need for raising standards and accountability in education. As this move 
toward structural reform under the Conservatives took hold issues of quality in schools 
became the focus of the debate. This represented an ideological shift in the school 
curriculum which Ball (1994, p.33) summarises:
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During the 1970s and 1980s it became the received wisdom of the Conservative Party 
that the school curriculum was out o f control; that real knowledge was being replaced, 
especially in comprehensive secondary and progressive primary schools by an 
ideological curriculum.
The criticism of educational standards was also powerfully supported by the Department 
for Education and Science (DES), (1985) paper entitled Better Schools, which stated that 
the quality in school concerns everyone. This concern was carried through the eighties and 
quickly brought the preparation of teachers into the overall framework for improvement. 
HMI and Senior Chief Inspectors also emphasised quality issues within ITE and the 
appropriateness of models of teacher education questioned. According to one 
interpretation, the changes signalled the demise of the liberal education agenda, replacing it 
with a tradition, which maintained that the goals of industry and education were 
synonymous (Bowe, Ball and Gold, 1992). Control and regulation were associated with 
central changes to the school curriculum and moves towards uniformity (see Landman and 
Ozga, 1995)2 and gained through the implementation of a National Curriculum and the 
development of quasi-markets through the Education Reform Act of 1988. The forces all 
pointed to a larger framework in which performance, standards, testing and accountability 
became the new language within education. Chitty (1992) and Kelly (1990) capture this 
mood in their criticism of the movement back to basics which they claim was 
authoritatively sold to the public along with historic visions of a once great public 
education system. Graham (1993) also points out that concerns amongst many 
educationalists at the time were the harshness of political control and the lack of 
consultation with teachers and educators concerning the direction of the change. As Basini 
(1996, p.6) concludes the main concerns of government seemed to be ‘focused on what 
education is for rather than what it is.’ The reforms also had a disorientating effect on the 
teaching profession, as tried and tested practice was replaced with defined criteria for 
teachers to measure pupil achievement. This diluted earlier conceptions of teacher 
professionalism and displaced components of child-centred education which valued 
individuality of the learner and the need for flexibility, variety and relevance within the 
learning context (Whitaker, 1997; Plowden Report, 1967) 4 The emphasis on subject
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knowledge challenged the generalist philosophy then permeating primary schooling which 
valued ‘experiential knowledge’. The consequences raised in this body of literature was for 
the removal of curriculum decision making from the primary teacher and the shift in the 
teachers’ role toward manager rather than decision maker. Alexander investigated this shift 
in his book Policy and Practice in Primary Education (1997).5 His key findings drew 
attention to this shift in emphasis within primary teaching with the introduction of a 
National Curriculum, greater focus on managerialism in teachers' work, professional 
isolation, and the dissatisfaction teachers felt with the lack of decision making. His findings 
concluded that although good primary practice was a matter for debate there was a need 
for teachers to analyse the assumptions that they made about ‘good practice’. 
Professionals had to be able to justify to public scrutiny the principles of their practice.6
The specific focus on teaching quality by the government led to a number of reports on 
how improvements could be achieved. The report Curriculum Organisation and 
Classroom Practice in Primary Schools (Alexander, Rose and Woodhead, 1992) 
specifically targeted issues concerned with the effectiveness of the generalist primary 
teacher by recommending the use of more class teaching and specialist teachers as part of 
the drive towards improving standards. Although this issue had been raised a decade 
earlier (Teaching Quality DES, 1983) the standards debate gained momentum and also 
fuelled discussion within ITE (McCulloch and Fidler, 1994) as the arguments were more 
powerfully presented in suggesting that teachers should concentrate more on subject 
knowledge. The implication of political intervention was to devalue the strong traditions 
within primary education and create a division between progressive and traditional 
approaches:
The requirements of the National Curriculum clearly challenged classroom procedures
which had developed from the 1960s. (Simon, 1994, p. 14)
Standardised tests, prescribed programmes of study and testing schedules illustrated, 
according to Kelly (1990), the market driven ideals of elitism and competition. The 
emphasis on performance and focus on knowledge and skills became inherent in the new
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compartmentalised curriculum. Outcome and accountability - the elements of education
that could be ‘evidenced’ in terms of performance criteria - paid little attention to the
process of education and the potential of the child. The political debate revealed the
direction of educational policy to value according to Whitaker (1997), the design of the
curriculum and formal competence. For many primaiy teachers the political process of
change undermined the process of learning and replaced it with prescriptive standards for 
measuring productivity.
The government would seem to have recognised that the success o f the National 
Curriculum depends more on quality o f its delivery in the classroom than on its 
manner o f specification on paper. (Alexander, 1992, p.26)
The literature identifies a shift in practice and a move towards a centralised take over
which began to redefine what should be valued and what choices should be available
within education (Alexander, Willcocks and Nelson, 1996; Bennett, 1991). What was
problematic about these kinds of requirements was that the descriptions of performance
and means of assessing were not easily identifiable and thus involved teachers in ethical 
and evaluative decisions.
In parallel the Government’s intervention within ITE focused on structural changes that 
were similar to those in school. The movement toward control and strengthening of 
regulatory frameworks showed similar concerns for improvement and regulation of 
output. The momentum for this shift stemmed from an array of documents which focused 
on improving standards within courses (DES, 1983) and the need for teacher education to 
develop closer links with practice. These moves according to Welch (1992, p.28) blamed 
ITE for promoting an orthodoxy that had led to low achievement in schools. ’ The 
accountability theme had however been prominent since the mid eighties, as attacks on 
teacher professionalism took hold. The publication of criteria from the government 
appointed Council for the Accreditation of Teacher Education (CATE) and more recently 
the Teacher Training Agency (TTA) have been significant in shaping courses for student 
teachers being able to demonstrate specific competences within the classroom (14/93; 
10/97). The assumptions made within the documentation share a common tone in implying
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that the outcomes of teacher education courses can be easily articulated, measured and are
an expression of student teachers’ professional capabilities. This McNamara (1992, p.274)
points out is an accountability shift to make professional activities more accessible to 
public scrutiny:
The switch o f emphasis from the process o f teacher training to the focus upon 
competences has a number o f advantages for policy makers and politicians. First, it 
provides a means o f (superficially) demonstrating to the lay public that teacher training  
courses are being made ‘relevant’ to the needs o f children and the schools. It also has 
the added bonus that if  the requirements o f ‘society’, the schools, or other agencies 
change, the teacher training curriculum can be easily adjusted to meet the new 
circumstances by amending the fist o f competences.
The second shift, which McNamara points out, is the fundamental change in the emphasis 
of teacher education towards fixed outcomes rather than process, context and form. The 
prescription of competence statements assumed preferences, which formed a conceptual 
framework for the content of courses. As Whitty and Willmott (1991) comment, the 
(CATE) criteria and Circulars 3/84 and 24/89 made explicit the need to focus on the 
requirements of the National Curriculum and its subject specific requirements (Circulars 
9/92, 14/93, 10/97). The idea of statements of teaching competence was a means of 
specifying the basis for training whilst also defining a benchmark for different providers to 
be involved within the deliveiy of courses. This constituted a government policy for 
articulating initiatives where comparisons could be made between institutions and delivery 
of ITE could be broadened to involve different providers, namely schools.7
Some of the more fundamental problems with the competence approach to teacher 
education were not however addressed by government or DES in their early reports. 
Gilroy (1992) argued that the movement toward competence based approaches were 
intrusive on the content of teacher education courses and attempted to reduce the 
complexity of teaching towards a more practice based model. Carr (1993) added that the 
lack of clarity about teaching competences made it difficult to ascertain how performance 
in individual competences was related to the overall competence of a student teacher. A 
third criticism was raised by Whitty and Willmott, (1991) who questioned the value of
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individual competences, given the unpredictable context of the classroom. Halliday (1996, 
p.63) analysed the contradictions within competence criteria:
First - performing well on one or more prescribed occasions is not the same thing as 
demonstrating competence. Our normal use of the term ‘competence’ included the 
idea that good performance is likely on unforeseen occasions; second - that there is an 
important distinction between competence as a capacity and competence as a 
disposition. The former sense normally refers to the evaluation o f persons whereas the 
latter sense normally refers to the evaluation o f activities. Third and most important 
perhaps, the emphasis on performance criteria leads to a behaviourist and mistaken 
conception o f learmng. Educational development is not best encouraged by the attempt 
to prescribe behavioural states, however desirable these states appear to be.
It is therefore important to pick out the strengths and limitations of competence based 
approaches in order to sort out what is meaningful for ITE. The use of competence 
models is not new to other spheres of training as they have been used as a means of 
monitoring training programmes and providing output criteria for training organisations 
(Employment Department, 1992). The competence revolution in recent years has been 
driven by an attempt to facilitate mobility in the labour market by providing a method of 
‘objectivity’ in determining their value to the consumer (Hodgkinson, 1992; Carr, 1993; 
Stronach, 1994). The focus on competence criteria as assessment tools for teacher 
performance manoeuvred ITE into a position of public scrutiny (Eraut, 1994; McNamara, 
1992). Cairns (1992) however sees this as a backward step as competences represent 
behaviourist models of teaching which are out-dated and fail to recognise decision making 
of the teacher.8 Hyland (1996) is in agreement and argues that competences omit 
important epistemological and moral dimensions of teachers’ work. In agreement with this 
Graham and Barnett (1996) make reference to recent consultation documents by Teacher 
Training Agency (TTA) such as Framework fo r Assessment o f Quality and Standards in 
Initial Teacher Training (1997/1998). The document was jointly revised with OFSTED to 
assess standards, identify strengths and weaknesses and ensure consistency within courses:
The key indicator o f the effectiveness o f initial teacher training is how well the trainees 
perform as teachers at the end of their course and in their first and subsequent tu b in g  
posts. (TTA and OFSTED, 1997, p.2)
Underpinning these criticisms is a portrayal of the teacher as technician. Here theoretical, 
ethical and moral dimensions of teachers’ work are replaced with reduced criteria for
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professionalism by providing performance criteria against which teachers can be measured. 
Hargreaves (1989, p.58) reflects on this position by reminding us that ‘teachers are not 
just bundles of skill, competence and technique; they are creators of meaning, interpreters 
of the world and all it asks of them.’
Such an argument does not, however, convince everyone. Supporters of competence 
based approaches have argued that models can be refined to represent the interests of 
teacher educators and can be useful in defining what beginning teachers need as part of 
their initial training (Hager, 1994 and Walker, 1995). Preston and Walker, (1993) see 
competence approaches as useful means of making the complexity of practice manageable 
for beginning teachers. However, this view is seen by many (Eraut, 1994; McNamara, 
1992) as an attempt to re-interpret the competence discourse considering the retention of 
some of the valued characteristics of earlier models of ITE. The main issues raised within 
this body of literature focus on the appropriateness of competence based evaluation, as a 
means of capturing what teachers do and the concern surrounding the reduction of a 
complex process to a practical approach which over-emphasises, according to Brown and 
McIntyre (1995) and Hyland (1996), practical knowledge and skills and ignores the ethical 
and moral dimension of teachers’ work. Evans and Robinson (1992) see this perspective 
as reductionist and warn of the dangers of on-the-job skills based training for teachers.
Edgar Stones (1992) provides useful insight into the debate in his book Quality Teaching: 
a sample o f cases. He equates the trend towards teacher competence and on-the-job 
training to the simplistic concept of teaching as telling, implying that student teachers 
observe and imitate the practice that they see.10 The dangers of this approach are pointed 
out by Wilkin and Sankey, (1994) who warn that acceptance of existing practice allows 
little consideration of the wider context in which practice takes place, or the role of 
education in children’s lives.
Review of Literature • Page -21-
me competence trend has also been supported by partnership initiatives that have been on 
the reform agenda since 1989 through proposals for alternative routes into teaching. The 
Articled and Licensed teacher schemes were introduced as more practice-based models of 
ITE without, according to McCulloch (1993), reference to the quality assurance 
mechanisms in place within higher education institutions. The format of the Articled 
Teacher Scheme was a school based PGCE where participants spent three quarters of 
their time in school. The Licensed Teacher Scheme encouraged those other than graduates 
or qualified teachers from other countries to enter teaching.11 The practice based shift was 
also influential in easing access to school based training and cutting back the influence of 
Higher Education Institutions (HEIs).12 McNamara (1992, p.276) considers that the de­
skilling of professional training is part of the whole package of government and DES 
initiatives to have:
A consistent and coherent policy for articulating teacher education in terms of 
competences ... they hold the view that pursuing such a policy will lead to 
improvements in the nature and quality o f initial training and induction.
As policy directives moved school involvement closer to ITE, the DEE Circular 14/93 
enforced the criteria for partnership agreements between schools and HEIs. Whitehead, 
Foster and Blight (1994, p.38-39) point out the pragmatic influence of this shift on the 
Pnmaiy (PGCE) at the University of the West of England.
The Faculty’s commitment to reflective pedagogic principles whilst also having regard 
to the regulatoiy framework of Circular 24/89, the requirements o f the National 
Curriculum, and the move towards Competences signalled in Circular 9/92 and 
subsequently adopted for primary training in Circular 14/93... Given the constraints 
imposed by the 36 week course... the Faculty regards it as imperative for students to 
recognise their need for further professional development.
Owing to the regulatoiy frameworks it was difficult for institutions to hold onto the 
philosophical thrust of their courses. The change to the structural arrangements’ Whiting 
et al. (1996) and Furlong et a l (1996) point out, also led to competition for school places 
between the different HEIs which meant partnership agreements with schools had to be 
continually negotiated. The professional goodwill that had always existed between schools 
and higher education was changing as schools’ enthusiasm for long term training
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commitments declined because of the pressures on staff to cope with the changes to the 
curriculum. Fidler and Lock (1994) point out the contradiction of partnership agreements 
in a climate where competition to survive negates the concept of working together, 
agreeing roles and responsibilities and sharing understanding about how each partner can 
sustain its individual efforts.
Acknowledging this problem, the early studies from the University of Sussex 
demonstrated that developing frameworks for partnership was far from straightforward. 
Concerns were expressed about students experiencing limited models of practice and 
having little time to question what was taken for granted in practice (Eggleston, 1985). 
Hogldnson s (1992, p.80) survey of the influence of ITE reform on primary schools 
supports this view and the need for school based initiatives to be carefully scrutinised.
Training would depend on the calibre o f the class teacher, the head and the staff in 
general. It could be varied - the luck o f the draw. Even in a good school, experience of 
the staff may not be wide enough. Even the best o f the teachers are struggling to keep 
their heads above water with the changing reforms. National Curriculum etc.
The definition of quality and differing philosophies within schools for training students also 
presented different levels of expectation from school to school. The expertise built up 
within teacher education institutions was unused in these school based models. Student 
teachers were left unsupported as it was difficult for classroom practitioners with full time 
teaching commitments to cope with professional development demands. This resulted in 
schools having little incentive for involvement in ITE without some form of recompense 
for the time and effort put in.
The realities of school based reform emerged from the Modes of Initial Teacher Education 
(MOTE) Project conducted during 1991-92.14 This reported on the change in the nature 
and focus of ITE and identified three ‘ideal typical’ models of partnership. These were 
characterised as (i) collaborative partnership, where students were exposed to different 
kinds of professional knowledge and ‘expected and encouraged to use what they learn in 
school to critique what they learn in the HEI and vice versa,’(ii) HEI-led where the course
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focused on listing objectives to be achieved in all the schools in the partnership. This was 
divided into two sub-modth pragmatic tmd principled. The pragmatic resulted from the 
inabihty or lack of enthusiasm of the schools to make much contribution. This model was - 
as a result - the least worst that could be achieved. The principled, to the contrary, was a 
model in which the HEIs insisted on selecting only the best practice in their areas, 
irrespective of what schools desired. This, commented Whitty et a l (1997), was just like 
the lofty dealings of the HEIs of old. It was not a new model of partnership at all. The final 
model (iii) was the separatist one, where both the HEI and school had distinct though 
complementary responsibilities. Another related initiative includes school-centred initial 
teacher training (SCITT) within consortia of schools, with or without HEIs.15 The key 
areas brought to attention here focused on the nature of professional preparation and the 
political agenda for reconstructing ITE to a more practical on-the-job focus. The issues for 
reform within ITE raise problems with a practical curriculum in that a knowledge and 
skills curriculum does not prepare student teachers with the space to contemplate the 
fundamental influences on their work related to social, moral, ethical or political issues or 
to question the role and direction of education. This meant that the very basis for 
professionalism rested on a simplification of curriculum based targets.
Parallels can be drawn to the United States where the reforming climate was also 
politically driven and focused on greater practical relevance within teacher education. As 
in England and Wales, the outcomes of schooling were questioned and the need to raise 
teaching standards identified. The changes also took place in a reforming climate 
(Consortium for Excellence within Teacher Education 1987; Zeichner and Liston, 1987; 
Adler and Goodman, 1986; Apple, 1996). The concept of partnership also emerged and 
brought about a reconceptualisation of teacher education towards a model of professional- 
school partnerships. Stallings and Kowalski (1990) discuss these concepts in their review 
of ‘77a? Development o f the Professional Development School ’ The first of these was the 
Carnegie Forum s Report (1986) which recommended the development of a National 
Board for Teaching Standards. This focused on subject knowledge and the application of
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knowledge in the teaching context. The second was the Professional Development School
(PDS) described by the Holmes Group (1986, 1990, 1995). This proposed that the school
should provide the base not only for practising teaching but also for research and
continuing professional development). The PDS listed six principles related to professional
preparation, school research, improvement in teaching and providing better links between 
theory and practice.
Unlike the university’s traditional laboratory school, the Professional Development 
School is to be a public school that presents the most demanding challenge - 
responding to student diversity in ways that engage learners in making their own 
meaning from subject matter - teaching understanding rather than rote. Such school 
would encourage several practices embracing all learners, creating opportunities for 
observation and study by experienced and prospective teachers and administrators, 
gaining understanding o f different world views, contributing to the knowledge bases of 
education, and organising for more equity. (Holmes Group, 1990, p.3 4 )
The purpose of the PDS was, according to Grossman (1994, p.66), changing classroom 
teaching and student learning, but he concluded that this was not achieved in practice:
.. .there are few data on whether student teachers learn better under the new approach 
to curriculum and instruction.
By and large the ethos behind the PDS was enthusiastically embraced despite the 
recognition that most of the changes which took place were to instructional practice rather 
than focusing on the processes of student teacher learning.16 Popkewitz (1995), however, 
saw these changes as potentially positive as they raised the profile of constructivist 
practices. Pasch and Pugach (1990) agreed but contended that the movement towards 
more traditional teacher-directed approaches from the state department and local teacher 
unions led in fact to teachers having a strong orientation towards basic skills and teacher 
directed practice. The movement toward deregulation shifted teacher education towards 
more apprenticeship models and undermined the value of professional education (Stoddart 
and Floden, 1996).
As in the English context, policy downgraded more progressive practices and directions 
for change. Assessment driven mechanisms, according to Valli, Cooper and Frankes 
(1997, p.262), therefore dictated practice:
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ouue departments continue with modes o f assessment .malignmt H, th 
recommendations for instructional change. Inner-city teachers want orderly classrooms 
where they have assurance that student are at least acquiring basic skills. This often 
hikes them off the teacher-centred direction. The concept o f the professional 
dCTelopmenl school and a vision of Tomorrow’s  Schools were according to Apple 
(1996) ideas employed to make change both desirable and achievable. In reality the 
report has been criticised by many for its vagueness and lack o f attention to how it can 
be apphed to the context of the school.
The political pattern for reform in the US, that in England and Wales, emphasises
economic productivity with little space for consideration of social ethics and the role of
education within social reconstruction. Although specifics in the organisation of ITE may
be different between countries the commonality of economic conditions and the role of
education within a capitalist framework were common concerns. As Ginzburg and Lindsay 
(1995, p.4) point out:
Students construct their ideas about teaching, schooling and society in the context of 
then encounters with the official and hidden curriculum of teacher education 
programmes. If we do not fully consider the political dimension, the ways we think 
about teacher education will be partial and distorted, and our efforts to intervene in the 
policy and practice of teacher education w ill be less effective and salutary.
The common strand identified concerns state control and regulation within teacher 
education and the declining role of teacher educators in defining what counts as 
professionalism. Behind this however lies the question of who defines what counts as 
important dimensions to successful practice. This has been addressed by the growth of the 
action research movement within teacher education. It reflects attempts to re-examine 
what is accepted practice’ and promote greater inquiry by providing teachers with a means 
of reconstructing alternative practice and become aware of their professional and poUtical 
understandings (Zeichner, 1996; Elliott, 1991).
2.3.1 Summary
Despite the different traditions, teacher educators on both sides of the Atlantic have largely 
concurred in their critical commentary on recent public authority reforms. While 
appreciating the need for consistency and agreement in formulating new frameworks for 
training and accountability (Biott and Nias, 1992), there is a danger, they argue, of 
pervasive reductionism which devalues the concept of teacher professionalism
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(MacLure,1993). It is in this context that the search for new approaches which will 
embody safeguards for public accountability that avoid crude utilitarian checklists and 
inappropriate models of teacher training should continue. As Whitty et a l (1997) maintain 
the time is propitious for such initiatives. Furlong et a l (1996)17 point out the difficulty is 
ensuring competence when some student teachers receive narrow experiences in schools. 
Competences only become of use when they are supported with the right balance of 
theory and practice. This balance is, according to Welch (1992), important to provide 
student teachers with exposure to and understanding of educational contexts and issues in 
order to find the right balance between learning the required skills and understanding their 
application to practice. Galton (1996, p. 15) justifies the generally cautious approach of the 
critical commentators:
We have no theories o f how teachers learn to teach nor, more importantly, do we have
theories o f how experienced teachers learn to teacher better.
Governmental agencies have, in their promotion of training models and criteria for 
competence, appeared too often to assume that not only do they have theories but also 
their theories are factually correct.
2.4 Initial Teacher Education Towards Reflection
After discussing the literature on competence, this next section reviews the discussion on 
reflective teaching. Unfortunately the development of reflective teaching has been a slogan 
widely used within ITE to represent a wide range of conceptual orientations of teaching. 
Feimen-Nemser (1990, p.221) agrees that there are problems in distinguishing different 
versions of the reflective teacher within different conceptual orientations of teacher 
education. Getting to the bottom of what is meant by reflection is highly contested let 
alone its implementation. The reason for this is perhaps that reflective teaching has been 
associated with many areas of teaching for example; teacher thinking (Munby and Russell, 
1989); the social conditions of teaching (Wubbels and Korthagen, 1990); understanding of 
personal practical knowledge (Clandinin and Connelly, 1996). The confusion over its
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definition led to lack of clarity concerning what constitutes reflective practices (Bright, 
1995; Calderhead and Gates, 1993).
‘Reflective teaching’ has been enthusiastically embraced by ITE courses across the world 
despite (or perhaps because) the concept of the reflective practitioner has been used to 
mean anything and everything. Zeichner (1994)18 has described this as a ‘bandwagon’ 
which teacher educators have boarded without a clear idea of where it is going. 
Calderhead (1989, p.43) is in agreement about the lack of conceptual clarity and highlights 
what he sees to be at the heart of the contusion:
Reflective teaching has been justified on grounds ranging from moral responsibility to 
technical effectiveness, and reflection has been incorporated into teacher education 
courses as divergent as those employing a behavioural skills approach, in which 
reflection is viewed as a means to the achievement o f prescribed practices, to those 
committed to a critical science approach in which reflection is seen as a means toward 
emancipation and professional autonomy.
Despite confusion, there are some general agreements within teacher education that 
reflective components (whatever they might be) are important to teacher learning and can 
be useful in (i) connecting theory and practice (Van Manen, 1977; Prawat, 1991, Zeichner,
1986) and (ii) embracing approaches to the curriculum and teaching, which Schôn (1983,
1987) describes as combining coaching strategies, self analysis and reflective supervision. 
These concepts have been usefully related to ITE and the general support for reflective 
approaches within course structures has been a means of promoting inquiry within practice 
by focusing student teachers on what and how improvements may be made (Zeichner, 
1996; Ronnermann, 1996; Calderhead and Gates, 1993). Some writers believe that 
ambiguity about reflective teaching has come about because the concept has developed in 
the midst of reform (Hargreaves, 1994). This, Popkewitz (1993) proposes, has resulted in 
reflection being used as a form of resistance within teacher education in the changing 
climate towards competence and skills. The rhetoric surrounding reflectiveness has 
therefore has done little in supporting its development (Zeichner, Melnick and Gomez, 
1996). There is however some agreement that the different the concepts of reflective 
teaching provide a basis from which questioning about practice is encouraged. In order to
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unpick what is meant by reflection however, several conceptual arguments need to be 
further explored especially if we are to understand what they might mean within a teacher 
education course.19
Dewey (1933, p.99) identified reflection as a problem based concept in which there is a 
search for an outcome and where ‘thinking arises out of a directly experienced situation.’ 
Further, he insists that solutions are to be practical, arising from the whole person. He 
identifies three attitudes essential to reflective thinking: open-mindedness (freedom from 
prejudice and a willingness to take on new ideas; whole-heartedness (absorbed interest) 
and responsibility (to cany something through to completion). These he argues are 
personal qualities, traits of character (p.33). Dewey’s view of reflection seems to focus 
on how the individual solves problems. This he frames within a psychological framework 
which focuses on personal meaning, values, empathy and understanding.20 Habermas 
(1972) however sees reflection and knowledge as not being neutral but within a 
sociological and political framework. Knowledge and reflection are infused by the power 
structures in society. He is influenced by Freudian psychoanalysis and identifies three 
factors which distort the psyche which are part of a reflexive analysis: an hermeneutic 
element, where the patient understands and interprets previous experience; a positivistic 
element, where the analyst helps the patient to come to make sense of the experiences; and 
a critical element, where there is scrutiny of the factors which have led to distortion 
(Habermas, 1974). The process of reflexive analysis for Habermas is the bringing 
together of self understanding and liberation.
Van Manen (1977, 1991) identified technical, practical and critical levels of reflection each 
with its own degree of intensity from which the practitioner makes sense of a situation. 
Reflection on the technical focuses on application of technical knowledge and the tasks the 
practitioner may be faced with. Reflection on the practical level involves analysing and 
making decisions about the curriculum and the experience. Finally, reflection on the critical 
refers to the ethical and political framework and the critique of the actions that have been
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taken. The degrees of reflection within each of the three levels illustrate a complex process
of thought which is based on how the practitioners make sense of the situations and
theoretical basis of their work.22 Schôn (1983, 1987, 1991) also identified reflection as
residing within thought and action and accepted the idea of knowledge within practice. He
however distinguished between problem framing, implementation and improvisation
(which he named reflection in action what the individual is thinking while he is doing) and
reflection on action (which takes place after the event). His epistemology of practice led to
many considerations of practical application. Griffiths and Tann (1992) likewise provide a
more practical approach to reflection. They suggest that levels of reflection are based on
engagement with personal and public theories. They focus on five different levels: rapid
reflection, which is immediate; repair, which is habitual or on the spot; review, which is
time to reassess; research which is systematic or focused and retheorising and
reformulating that which is abstract but formulated over time. This also involves the
psychological and social framework in analysis of problems. Despite the variation in
definitions of reflection there would seem to be common stand which connects reflection
to a psychological framework whilst also encompassing within some models the social 
framework.
In considering how concepts of reflection can be translated into ITE it is important to 
examine how the definitions of reflection have been used by teacher educators. Tabachnick 
and Zeichner (1991) developed a classification system for recording reflectivity within 
courses. They describe four different traditions within reflective practice which are located 
within different conceptual orientations of teaching: (i) the academic tradition which 
stresses reflection on subject matter and how it can be appropriately translated into subject 
matter for the classroom (Shulman, 1987); (ii) the social efficiency tradition which 
emphasises thoughtful or mechanical application of particular strategies suggested by a 
research base (Cochran-Smith and Lytle, 1990); (iii) the developmentalist tradition which 
focuses on developing teaching that is sensitive to the students’ interests and patterns of 
development (Duckworth, 1987) and lastly (iv) the social reconstructionist tradition which
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stresses reflection about social and political contexts and the frameworks within schooling 
and society that create greater equality (Liston and Zeichner, 1990).
It is helpful to locate traditions but the problem within each tradition is determining the
kind of reflective inquiry that is worthwhile and practicable within courses. McMahon
(1997) responds to this when she asks what reflection might mean for the student teacher.
Her solutions emphasise helping students to cope while supporting their efforts to reflect
on their own practice, thus focusing on personal meaning whilst also providing an outside
framework to facilitate better awareness of the context of practice.24 Hatton (1997) sees
this as crucial in encouraging student teachers to think about other influences on their
work away from the immediate demands of the classroom. Bright (1996, p. 69) on the
other hand sees problems in students reaching the level where they are able even to
distinguish recognise reflection from introspection, contemplation, mediation let alone to 
act on implementing it:
The first is a problem of recognition. How can teachers recognise and identify 
reflective and non-reflectivc practice in their own professional action and that o f other 
teachers...The second problem is that o f implementing reflective practice in 
professional action.
McNamara (1990) also expresses concerns that reflection can appear too broad and ill 
defined and therefore become meaningless. Hatton and Smith (1995) take this further by 
analysing what they see to be the main problems in developing reflective practices within 
ITE. (i) reflection involves thought which is not always associated with teaching; (ii) 
reflection requires time to develop; (iii) student teacher may respond to reflective situation 
with contrived rather than real scenarios in order to satisfy the course criteria; (iv) the 
structure and ideology of many teacher education courses does not support reflective 
practices. The practicality of implementing reflective practices within courses and 
providing frameworks which facilitate reflection seems contradictory as Bright, (1995, 
p.69) points out:
Better understanding of reflective practice w ill not automatically lead us to its 
implementation at the level o f the individual practising teacher. Technical 
understanding o f reflective practice is a valid pre-requisite for active implementation, 
but there is a danger that technical understanding may either distort it into a set o f rule
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based formulae which reflective practice itself disclaims, or it will remain at the level
o f an interesting but impractical theory.
Copeland, Birmingham, De La Cruz and Lewin (1993), identify four considerations in 
attempting to operationalise reflection: (i) constructing a problem; (ii) forming an inquiry 
base by which a perspective can only be gained over time; (iii) realising that reflection 
belongs across a continuum and (iv) that it occurred in a social situation. Fletcher’s (1997) 
review of modelling reflective practice for pre-service teachers also raises problems of 
operationalising reflective practices within teacher education. She does however point to 
the work of Zeichner (1983, 1987) as a positive example of how reflection could explored 
through a range of approaches within ITE courses. The thrust of Zeichner’s model is the 
vision for ‘fostering a disposition toward critical inquiry’ (Zeichner, 1983, p.7) which can 
be related in a generic way to the process of their learning across a course students should 
be helped to:
(i) take a critical approach in the examination o f issues or classroom problems;
(ii) see beyond the paradigms which circumscribe conventional thought about classroom practice;
(iii) develop a sense o f history o f their own particular classroom and examine their rationales
underlying classroom and school regularities;
(iv) examine their own assumptions and biases and how these affect their classroom practice;
(v) to examine critically the processes o f their own socialisation as teachers.
Zeichner (1983, p. 12)
The five points focus not only on personal meaning but also on social, ethical and moral 
decisions students are faced with in the classroom context. They show how reflection can 
be brought to life whilst encouraging student teachers to justify their reasons for taking 
particular actions.
Cruickshank’s (1987) model of reflection is less flexible in that it focuses on structured 
teaching strategies where student teachers teach prescribed lessons within their peer 
group. Afterwards they discuss the process of their learning within a small group where it 
is expected that analysis and reflection take place. This is supposed to enable them to think 
more carefully about what they do and apply what they have learned in university courses 
more readily to the classroom. The process, Cruikshank argues, will enable student 
teachers to become more reasoned actors where they are able to contemplate the methods
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and skills that they use. Others however argue that this view is too simplistic as student 
teachers have to cope with real situations (Carlgren and Linbald, 1991; Cladinin and 
Connelly, 1990). Heller (1984) pointed out that, although the practitioners may have the 
knowledge and experience, they may not be able to raze/the situational context.
This perspective has consequences for the competence position in that professional 
knowledge is seen to extend beyond quantifiable portions to what Schôn (1987)25 refers to 
as professional artistry, a more complex model of teachers work which is overlooked in 
traditional conceptions. Michael Eraut, (1985, p. 120) categorises this different knowledge 
into practical, academic and theoretical:
A ’map' of the practical knowledge that a teacher uses everyday in her practice would 
be very different from a 'map' o f academic, theoretical knowledge.
Jeannie Oakes (1996, p.7)26 develops this idea to suggest a curriculum for reflection. She 
sees reflection as integrated within many areas of teacher inquiry within theory, practice, 
social, moral, ethical and personal:
We decided that the teacher candidates must engage in the ongoing process of 
reflection and critical inquiry which connects theory, current research findings 
scholarship and practice. So, we decided to make inquiry our own primary pedagogical 
tool - and, importantly, to model - teachers as inquirers with regular ‘inquiry sessions’ 
o f faculty staff where no other business could be conducted, only serious consideration 
of the meaning o f our enterprise, and careful scrutiny o f the beliefs, values and 
assumptions that inform our decisions.
The aim here is to make reflection accessible within course frameworks and to engage 
student teachers in further inquiry about their practice.
David Leat (1995) however doubted the effectiveness of such approaches. In his work 
with PGCE students, he found that the structures for reflection were often too complex 
because students were often experiencing practice first hand which meant that it was 
difficult for them to step back and be analytic about what they were experiencing:
I was surprised by the students’ lack o f awareness of what I had seen in their 
classrooms. Certainly they remembered the highly visible incidents and the general 
atmosphere, but in my view they rarely registered important patterns in their own 
behaviour or that of their pupils. Therefore post lesson discussions sometimes
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foundered in the gulf between the differing realities perceived by myself and the 
student observed. (Leat, 1995, p. 162)
A different view comes from Cole (1997)27 who points out that while the concepts of 
reflective practice have become mainstream, professional contexts do not support them. 
Difficulties then emerge for student teachers who try to engage in self examination of 
practice. She also details relevant concerns about the hostility of the school environment to 
reflective activities and citing student teachers comments to illustrate her point:
I was told that it would be a good idea for me to sit in the teachers’ lounge to get a taste 
o f ‘what some teachers have to put up with’.... I noticed so much defiaming of 
colleagues characters - so much back stabbing. Several colleagues were so hurt by 
what was said that a ‘cold-war’ started... Some teachers in the school hate this 
atmosphere and avoid contact with fellow faculty members whenever possible. The net 
result is rather unwholesome and unproductive for promoting the best academic and 
educational atmosphere. (Knowles, Crow and Presswood, 1994, p. 133)
Newell (1996) also felt that taking reflection seriously meant that teacher educators need 
to pay more attention to the structure and management of reflective inquiry in order for 
students to get to a point where they are encouraged to generate questions and question 
what is taken for granted in the classroom. The aim here is not only to provide students 
with a curriculum for reflection but for teacher educators to consider how this is 
understood and followed through within college and schools based work. It would seem 
that the main aim is to make both the goals and means for reflection transferable and 
meaningful to both the course and the school context. Also, developing reflectivity would 
seem to require a high level of interaction in order for student teachers to unpack and be 
aware of their own perspectives.
A number of courses have attempted to develop reflective attitudes. Linda Valli’s (1992) 
book Reflective Teacher Education: cases and critiques, reviews seven such courses all 
with different reflective components I shall briefly describe each and draw attention to the 
curriculum and methods employed whilst also highlighting points for consideration.
The University of New Hampshire focuses on the notion of the autonomous teacher and 
developing community inquiry and support. Reflection takes place through student
Review of Literature • Page -34-
teachers sharing perspectives within small group meetings and supervisory contexts which 
mvolves them voicing their own perspectives, philosophies and challenging ideas. The 
programme seeks to identify common goals and expand the range of opinions by taking on 
board the ideas of others as well as listening to concerns and sharing knowledge that has 
been gained about teaching. This model however seems to have a number of 
contradictions as the forum of a group dissuades individuals from posing difficult 
questions about their practice. The group forum may also be constraining in terms of 
students competing to be heard. The methods for reflection are also extremely vague as to 
how teachers will reach the inquiiy stage to become autonomous.
The University of Florida programme balances reflective judgement with personal 
development. ‘PROfessional TEACHers’ (PROTEACH) attempts combine reflection 
within pedagogy, ethical decision making and subject knowledge as a means of increasing 
self knowledge and generating different ways of thinking about classroom concerns. This 
is based on constructivist beliefs about the teaching and learning process through students 
working collaboratively on reflective modelling and techniques for thinking aloud. This 
attempts to arm student teachers with reflective skills which first of all concentrate on 
examining thoughts, then articulating them within a group, then focusing on wider 
influences on classroom practice. The model combines self knowledge with group 
involvement, concentrating less on agreement and more on assuming responsibility for the 
individual choices that are made.
The University of Maryland is a selective programme that focuses on Masters rather than 
undergraduate programmes. The focus for reflection is through what the programme calls 
scholar-teachers where students research teaching, learning and school effectiveness, 
exploring issues within small cohort groups. Building relationships within this kind of 
collaborative learning environment is designed to give students opportunities to think 
about research and practice. This model assumes that students are not able to develop 
reflective skills until the later years of their teacher education.
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Kent State University on the other hand has a four year undergraduate programme with 
selective programme for academically strong students. Reflection takes place through a 
series of seminars which focus on learning, school and teaching. Students are encouraged 
to question practice using different models of inquiry (psychological, sociological and 
critical) and analyse the discussion that is generated. This takes the form of three types of 
reflection - about themselves as teachers, about the practice and about critical issues within 
education and schooling. These culminate in a ‘Learning to Teach Autobiography’. This 
model tends to assume rather a lot of the reflective teacher in terms of inquiry and research 
and their ability to make reasoned choices in light of their own values, as well as 
(worryingly) implying that reflection is more in common with Platonic dialectic than with 
normal professionalism.
The Michigan State University has a course which focuses on student teachers reflecting 
on competing foci and being able to see the interrelationships between the demands made. 
The programme concentrates on balancing the range of expectations that students may be 
faced with by encouraging reflection on academic, technical, clinical and personal learning. 
Here students work on situating their concerns across competing demands and thinking 
and acting across the four levels. By learning reflective decision making students are 
supposed to be able to situate their judgements to make sensible and sensitive decisions. 
Although this model attempts to capture the diversity of a teacher's role it is perhaps 
unrealistic in its expectations for striking a balance between technical concerns and 
academic learning.
The Catholic University of America likewise focuses on the idea of the teacher being faced 
with competing dilemmas. The framework draws on problem solving but is guided by 
conceptual levels of reflection. The goal is for students to contemplate desirable change by 
witnessing classroom situations and envisioning alternative solutions through ethical and 
theoretical avenues. Although this model attempts to encourage student teachers unpack
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the ethical dimensions of their work it tends to assume normative contexts rather than real 
situations
The University of Houston course - Reflective Inquiry Teacher Education (RITE) focuses 
on reflection as a disposition which enables student teachers to consider, social, political 
and individual factors to enable inquiry and foster professional growth. Like other 
programmes discussed, levels of reflection are built into the course but the programme 
accepts that students may receive a range of assumptions about ‘good teaching’. The 
curriculum attempts to build in points where students engage individually and in groups to 
negotiate conversations about practice. The weakness perhaps is in the programmes lack 
of structure and unwillingness to commit a coherent definition of good practice which 
students can be guided by.
2.4.1 Summary
Despite the obvious differences and approaches toward reflective teaching the conceptual 
orientations within which these programmes operate illustrate many similarities as well as 
differences. There is much demand for a framework which encourages student teachers to 
become more astute and sensitised to their professional responsibilities and to develop 
dispositions which enable them to find a range of possible solutions to problems they 
encounter in the classroom and all the models imply some personal, practical and 
contextual knowledge (Feiman-Neimser and Floden, 1986). The point at which reflection 
becomes ambiguous is where it becomes ‘all things to all men’ In contrast, but equally 
validly, if the definition of reflection is too narrow and prescriptive it is not meaningfully 
connected to the wider picture of teachers’ work. Reflectiveness for student teachers 
involves more than awareness of the context, application and understanding of their 
learning and something less than consciousness of personal meaning, values, choice and 
motivation in their whole lives. The goal is the ability to think and act constructively in 
accordance with the knowledge boundaries, ethical and social considerations of the 
teaching situation. That goal can however be pursued through different routes.
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What the literature is in agreement with is the idea that students should question and 
examine why they do things the way they do. This involves awareness of the assumptions 
underlying practice and the constraints of the frameworks in which they work (see also 
Richert, 1988 and Shulman, 1987, 1992).
2.5 The Student Teacher
This section reviews the literature on the student teacher perspective to take account of 
how individuals connect and mediate different parts of their teacher learning across the 
training year. Jenny Nias has long been an advocate of looking to teachers themselves for 
direction on how improvements to practice can be made. Her (1989) book Primary 
Teachers Talking stressed the importance of recognising the part teachers play in making 
improvements to practice and focused on personal dimensions, as quite distinct from other 
aspects of teachers’ roles:
Since no two people have the same life experiences, we all learn to perceive the world 
and ourselves as part o f it in different ways. So teachers, as people, ‘see’ and interpret 
their pupils and the latter’s reactions according to perceptual patterns which are unique 
to themselves, (p. 14)
This quote highlights the individual perspective and sees the teacher as the person who 
interprets situations and contexts and uses her understanding and experience to make 
sense and develop structures to understand the world. Similarly, Pollard (1982) shows that 
although there are common structural constraints within teaching, how teachers bring 
personal meaning to their work is shaped by their biographies. This, according to Sparkes 
(1991),28 makes it difficult for teachers to be understood apart from their social and 
professional context. This position is further supported by Lortie (1975) who draws 
attention to the personal being at the core of becoming a teacher:
Socialisation into teaching is largely a self actualisation; one’s personal pre­
dispositions are not only relevant, but in fact, stand at the core of becoming a teacher 
(1975, p.79)
In their book Emerging as a Teacher, Bullough, Knowles and Crow (1992) also focus on 
the personal elements of becoming a teacher. They use student teachers’ biographies to 
illuminate the personal and professional processes at work. They conclude that little
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attention is traditionally paid to students’ past experiences which they see as being at the 
centre of interpreting and understanding the nature of teachers’ work. Fuller and Brown 
(1975) agree that teachers past experiences determine the ideas and perspectives that are 
brought into teaching. Mahlios and Maxson, (1995) are also in agreement that at the 
beginning student teachers understanding is their own pupil experience which keeps them 
in touch with what school was like for them and how what they experienced involved 
ethical and moral decision making (Zeichner, 1996). At the simplest level involving student 
teachers in recall and associating them with encounters that they have experienced focuses 
the process of examination on them. This therefore engages students in non threatening 
conversations about themselves, encouraging them to re-live and describe their experience 
whilst also being able to add a deeper level of awareness when the experience is retold
Gersten (1995, p.54) illustrates this in her own educational biography. She raises the 
importance of being aware of the influence of personal experience on how we think about 
teaching.29 Her biographical account is open and up front in talking about her own practice 
and reveals how real situations occur for most teachers when they are faced with 
uncomfortable problems.
I decided to test their reading ability and asked each girl to read from a very simple 
book which had been given to me. The results were very poor but each girl did read, 
until it came to twelve year- old Marcia’s turn, when there was silence. When I tried to 
persuade her to read she told me she could not. My reaction was to tell her not to be 
silly whereupon she repeated that she could not read and behaved to me in a way 
which appeared to be sullen. I passed onto the next girl and suddenly realised that 
Marcia was wandering around the room, moving objects and looking, as I thought ill- 
tempered. It gradually dawned on me that her reaction was one o f unhappiness. At the 
end of the lesson, I asked her privately if  she was really able to read and, on being 
assured that it was true, I felt a terrible sense of shame.
An early ethnographic investigation by Gaiy De Voss (1979) also drew attention to how 
past experiences of learning influence student teachers’ visions of what early practice looks 
like. He maintained that some student teachers hold ‘idealised’ models of teachers and 
teaching which they bring to teacher education.. His concerns focused on how students 
imitated their pupil experience in their early teaching. Elizabeth Eddy’s (1969) monograph. 
Becoming a Teacher also supported this idea of student teachers being influenced by their
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previous experiences.'0 The effect of this socialisation therefore is important to account for 
within the student experience in order that students come to terms with what they think 
and beheve at the start of courses. I am doubtful whether it is realistic to expect students 
to come to ITE with completely clean slates but if they are aware of what they come with 
then this can be more dutifully challenged.
In considering the dimension of the personal and past experience further, Woods (1993) 
holds that self examination is crucial to any kind of professional practice it is integral to the 
whole. Louden (1991) also supports this position but goes further in creating a framework 
for decision making to take place. This, Butt and Raymond (1987), argue is fundamental 
to shaping the kind of teachers we become. Personal dimensions therefore provide us with 
rich information about the ways in which student teachers’ perspectives are grounded in a 
variety of cultural, political and historical experiences. These, Woods (1993, p.448) points 
out, draw from the experiences of our lives which we connect to the outside world:
In exploring an exceptional event in his school, a teacher had recourse to his life 
history. The event was the fullest expression in his teaching to date o f his self, and to 
understand the event fully it was necessary to see how that self had come into being, 
developed, resisted attack, been mortified, survived and at times prospered. His 
philosophy o f teaching was rooted in these childhood experiences, which he saw as 
starkly divided between the alienating world o f the formal school and a natural world 
of real learning. (Woods, 1993, p.448)31
This quote sums up my own memories of teacher development in that my experiences are 
ingrained in a mishmash of time, event, place, people, experience and opportunity. 
Deborah Britzman s (1997) book Practice Makes Practice attempted to unravel 
comparable complexities in examining student teachers’ accounts of their practice.32 She 
describes how their personal histories interact with the common myths about teaching 
which result in the maintenance of current teaching practices. Britzman argues that 
creating an awareness of the structures which influence the student teacher at work, will 
better enable them to gain a critical perspective. Popkewitz (1987, p. 17) is also in support 
of this kind of awareness:
To understand where individuality begins, one must first understand the ways in which 
histoiy and social structure impinge upon our choices.
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Bali and Uoodson (1985) also point out that individual life histoiy should always be 
framed within wider political and social structures so that shaping forces are not ignored. 
Elbaz (1990) sees as crucial teachers themselves contributing to political discourses which 
play a central role in the organisation of their work. This connection is also represented in 
Madeleine Grumnet’s work on women in teaching which illustrates how the power of 
individual voices can be released and used to represent a professional group. Woods 
(1987) sees the release of this powerful personal dimension through his work on life 
history. He argues that teachers’ voices are an important ingredient in constructing 
relevant and living teacher knowledge. He sees teachers as ‘small cogs in the mighty 
wheel’ (1987, p. 121). Ivor Goodson’s book Studying Teachers ' Lives (1992) goes further 
to stress the importance of the teacher’s voice within wide scale political reforms. He 
beUeves that individual voices are vital to developing professional networks which he sees 
as crucial to presenting teachers with a forum for greater analysis of practice whilst also 
encouraging them to be inventive within their approaches. These networks he sees as a 
starting point in bringing about understanding of a range of perspectives and where 
teachers are encouraged to inquire about how practice might change.33
Such perspectives have implications for developing courses which present learning from a 
more critical position. They require that student teachers look beyond the classroom to 
understand the shaping influences on their work thus providing a window from which they 
can look at their preconceptions and examine in more detail the structures and policies that 
affect schooling. Woods (1987), argues that student teachers should be provided with a 
multiplicity of different perspectives to show them the uniqueness of their own. Sharon 
Sheppard (1992) also raises the importance of H E providing opportunities for student 
teachers to question and contemplate what they think. She reflects on her own experiences 
and retells how the conservatism and artificial frameworks of her course were of little 
support to her professional development. Once again however, there is dissent. 
Hemmingway (1988, p. 123) disagrees, pointing out that for many students this kind of
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exploration and questioning is very challenging because of the intensity of teacher learning 
and the level of introspection involved at the beginning stages: desirable but impracticable.
General agreement seem to rest on enabling students to be become conscious and aware 
of themselves as teachers to a point at which they realise they need support and structure. 
This could be considered a key principle for adult learning although Burden (1990) citing 
Knowles (1978, p.30) goes much further:
• Adults are motivated to learn as they experience needs and interests that learning will 
satisfy; therefore these needs and interests are appropriate starting points for 
organising adult learning activities.
•  Adult orientation to learning is life-centred; therefore, the appropriate units for 
organising adult learning are life situations, not subjects.
•  Experience is the richest resource for adult learning; therefore, the core methodology of 
adult education is the analysis o f experience.
•  Adults have a deep need to be self directed; therefore, the role o f the teacher is to 
engage in a process o f inquiry with adult learners rather than to transmit knowledge to 
them and then evaluate their conformity to it.
• Individual differences among people increase with age; therefore adult education must 
make optimal provision for differences in style, time, place and pace o f learning.
Waxman (1987) supports these principles and argues that when students are given the 
right kind of support as adult learners they cope better with making choices, assuming 
responsibility and valuing their own opinions and judgements. The acknowledgement of 
the personal dimension is supported by an emerging body of work suggestively 
recommending development of collaborative case studies, life histories and narratives 
helping student teachers inquire about practice (Clandinin and Connelly, 1988, 1990; 
Feimen and Floden, 1981).
Moving student teachers towards examination and critique of practice however remains a 
problematic concern for teacher educators because the very complexity affects the student 
teachers practice. Martin Shipman’s early (1967) study on socialisation influences raises
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the problem of student teachers expressing two kinds of professional values which vary 
according to the setting. Ginzburg and Clift (1990) draw attention to the influence of 
socialisation on the student teachers and argue that courses send mixed messages which 
result in students feeling uncertain about the expected goals. Giroux (1980) tried to 
understand how these messages filtered through to the student culture. He found that 
although the setting for teacher education appears liberal, in practice the attitudes w ithin 
courses are often conservative. Zeichner (1990) also raises concern about the disjointed 
nature of teacher education courses pointing out that an increase in modularisation 
inevitably influences students perceptions. Studies have also taken into account the 
complexity of the socialisation process (Sikes, Measor and Woods, 1985). Zeichner and 
Gore (1990) and Goodson (1994) have all drawn attention to the need for students to feel 
they have some say in the socialisation process they are inevitably experiencing.
2.6 General Summary
In the present educational climate it is important for teacher educators to align concepts of 
teaching in a way where there is general acceptance about what is most valued within 
course structures. The demands for accountability are likely to become stronger not 
weaker, with more highly specified demands for evidence of expertise. This is bound to 
have consequences for ITE which year on year, increase pressures on course planners. The 
pressures are of broadly two kinds. One is finance driven: To neo-educationalist 
paymasters, college-based courses appear to be an expensive addition when the country 
already has schools in which student teachers can learn. The other is ideological: teaching 
is essentially about delivering a pre-determined curriculum efficiently. Together these 
constraints pressurise course planners into constructing tighter, more technical- 
competence kinds of courses. The literature on teachers’ life histories reveals a multiplicity 
of backgrounds and motivations for people entering the teaching profession. Among the 
many motives for wanting to teach are, for example, two which are almost diametrically 
opposed: one, a simple affection and regard for children which moves people to want to 
get involved in giving them the best possible start; the other, a calculation about which sort
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of career one is best suited to in terms of expectations and rewards. In both, however, are 
many unexamined assumptions and stereotypes of children, parents, subjects, discipline, 
authority, and so on. Is a course which leaves these views unexamined acceptable? How 
do student teachers make sense of situations in which their expectations are challenged by 
contradictions of classroom life? How do they personally react to and recover from 
situations, some of which are of their own making, others for which they are quite 
blameless?
There is contradiction in the literature on the design and values of PGCE courses. It swirls 
in eddies at the confluence of the two broad streams: the meeting of the 
academic/technological with the personal-critical/social. The former fits governmental 
preoccupations with standards, finance and accountability both in the UK and US. The 
latter is resistant perversely humanistic. My own sympathies incline towards the latter but I 
acknowledge that ITE courses for the present and the near future have to take account of 
realities and I am concerned therefore with the task of finding a balance for which both 
sides will manage to accord some, albeit, grudging respect. It is for this reason that I am 
determined to listen to that part of teacher education which, up to now, has been largely 
overlooked - the student teachers themselves. How do they make sense of the tangle of 
concerns which the PGCE year represents for them? What is their subjective experience? 
What can we learn from it in order to develop structural principles that will unite both 
streams of teacher training values?
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3. Methodology
3.1 Introduction
Within the Mowing section, the aims of the research will be stated and discussed. They
are then matched with the methodology to provide a framework for examining how
individual student teachers experience a course and make sense of their teacher learning.
The theoretical framework that informs the thesis is within the tradition of critical theoiy
which is concerned with how social beliefs mediate consciousness and existence. Since
critical theory involves reflecting on values, I was concerned to reflect on my own beliefs
and values in relation to teacher education in order to accurately describe the student 
teachers’ experience.
To represent the individual student teachers’ experience across a course I utilised a case 
study approach, which had a number of advantages over a survey method. A case study 
enabled me to employ a range of methods that would penetrate the surface appearance of 
the course to reveal the deeper levels of the student teachers’ experience. A survey on the 
other hand was more limiting in its method and approach capturing, snapshots of many but 
shallower views rather than uncovering the dynamics of development and change over 
time. The case study allowed me to employ data from different sources to portray the
subjective experience whilst accounting for individual differences between the student 
teachers’ accounts.
3.2 Personal Journey
In considering my personal journey within the research I was aware that the relationship 
between the students and myself and the duality of my role as a researcher and member of 
staff in the institution would be crucial to the success of the study. Identifying my 
positionality therefore had implications and consequences on the research process and my 
personal journey forced me to rethink and question aspects of my research methodology. 
Initially I had to learn that my role as a researcher involved acquiring new skills and
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developing expertise to manage my role within the different contexts I would find myself 
in through the year. This meant continually questioning the constraints placed upon me as 
well as examining each step of my journey. Learning how to conduct myself as a 
researcher was not without its pitfalls and it took a while to feel comfortable in my role. 
There were many points of uncertainty and doubt during this time where I had to cope 
with my own limitations and successes. Throughout I felt vulnerable as I had an audience 
to scrutinise my efforts and I needed to prove myself in this research role. Creswell (1994) 
discusses the complexity of this ethical journey for the researcher and raises the 
importance of the researcher s awareness of her role within the research setting. Burgess 
(1984) recognises also the complexity of acquiring this role in studying educational 
settings and he exposes real life problems associated with the researcher and the research 
process. As I planned and experimented with my role I reflected carefully on how I would 
present myself to the various parties and eventually how the research would be collated 
and written. It was also at this stage that I wrote down my research requirements, as I 
would need to make reference to these during preliminaiy meetings with students, staff 
and schools.
I am beginning to realise the complexity o f setting up the research and I feel really 
nervous about the approaching ethical committees, fellow members o f staff and 
fronting students. It seems as if  the requirements I prioritise will set the tone for the 
study. Issues that I really need to thrash out are: Access - to documents, students’ 
applications and course documentation. The ethics committee also needs to be 
contacted. Write a generic research brief for course handbook - be clear on my message 
to staff and students (consult Programme Convener). Think about my role in things.
Talk to schools about approach to access. (Research Diaiy-March, 1994)
A crucial part of my early considerations was to contemplate how I would present myself 
and develop trust between myself and the participants. I initially neglected the importance 
of this when I conducted the pilot study as I had overlooked my role as a member of staff 
and did not fully realise the dominating presence I held with students. My involvement on 
the programme created both suspicion and compliance from the students and as I 
stru§§lcd to develop the research tools what I failed to recognise was the lack of parity in 
our relationship. When I met the pilot group there was an unarticulated tension and 
students clearly regarded me as more powerful. This also had negative effects on their
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commitment to the research. It forced me to step back and substantially rethink how I 
could develop trusting relationships in order to access their experience. During the 
summer of 19941 undertook a substantial redesign of the research and clarified a number 
of ethical issues concerning my role as a researcher and member of staff This involved 
dropping my lecturing commitments on the PGCE programme for the duration of the 
research (September 1994 to August 1995) and also considerably reducing my profile in 
lecturing across other programmes so I could concentrate on the research. I did however 
have a privileged position of having some insider knowledge whilst also retaining a degree 
of distance from the day to day business within the programme. Of course at times this 
role brought its problems as I found myself in situations where other students or staff 
approached me about matters concerning teaching. On a few occasions I was politely 
asked to leave meetings because the discussion focused on finer details of the PGCE 
Programme. This hminality at first made me uncertain and insecure as I felt that I should 
have been able to win over every situation to be accepted in my research role. I later 
realised that I had been successful in penetrating the culture partly perhaps due to the 
subtle influences of my ‘experienced’ roles within the organisation. What I mean by this is 
that my earlier involvement with the programme better enabled me to approach people, 
situations and contexts in negotiating the research.
After meeting with my supervisor today I am beginning to realise how far I have come
in thinking about my role. This is an important movement in my planning. (Research
Diaiy-May, 1994)
I was open about my position in the Faculty as a researcher and visiting lecturer and 
wanted to remain outside of the programme. By doing so I was obligated to clarify 
my researcher role, reveal details about myself and open up to the study’s 
participants. The students were informed of my background as a primary teacher and 
respected my knowledge and experience and initially saw my position as one that 
could help them. This became evident during our interviews where in the early stages 
of the research some students asked for advice on particular issues of concern. When 
it became clear that the type of feedback I gave sought to clarify the issues and elicit 
their experiences they soon realised that my approach and response to them was
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consistent in not offering advice or help but in focusing on their experience. Finding 
this position of comfort as a researcher where the students could ‘tell all’ took careful 
introspection and reflection about how as a researcher I could best develop trust and 
comfort for the students. The first part of this journey for me was to build trusting 
relationships with the students by not obscuring my own strengths, weaknesses or 
uncertainties. This began by being open with the students from the onset about the 
demands of the research. They also knew that I depended upon them and that without 
their participation the research would not have been possible. During the first weeks 
individual students tested me out to see if they thought I was a person they could 
trust. This revealed itself in different guises. Some students confronted me on campus 
and stopped for friendly chats to get to know me better. From others I received phone 
calls at home with questions about the kinds of demands that would be placed on 
them during our meetings and in their keeping a diary. Some students knew each 
other and compared notes to check I was consistent. Winning this rite of passage took 
time; I had to prove my worth to each individual student.
I also had to develop trust with the college tutors and PGCE Programme Convener as 
without the co-operation of the staff obtaining valuable insights into the student experience 
would not have been possible. Initially there was suspicion of my research endeavours, 
understandably some members of staff felt uncomfortable about the focus of the research 
because of a culture of increasing scrutiny and an impending OFSTED inspection. I took 
the time to attend preliminary meetings and presented a research seminar to inform staff 
about my research effort. Most of the staff were genuinely interested and openly invited 
me to attend their lectures. A small minority remained distant but as the year gained 
momentum they took the time to stop and talk to me in the college canteen. The demands 
of balancing these many considerations were always apparent and at times I felt unable to 
relax when wearing my different hats. The frustration and self-scrutiny became familiar 
companions in my journey through the research. Through describing the student teachers’ 
experiences I was involved in considering carefully the many decisions I had to make,
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many of which it was impossible to prepare myself for. I also examined carefully my own 
past as learner at school, student teacher, teacher, tutor and researcher. My positionality 
was crucial to the research relationship. The student teachers had to feel comfortable and 
at ease in documenting and talking about their experience.
In the next section, the research methodology will be discussed and I will examine it in 
light of the data collection. Each technique I used in accumulating the data set will then be 
discussed and evaluated and subsequent analysis and conclusions drawn. The relationship 
between the analysis and implications for future research will then be discussed (details of 
the course description are contained in Chapter Four).
3.3 Aims and Approach
The thesis aims to uncover student teacher perceptions of their learning and the light they 
throw on the PGCE programme. Moreover, the thesis is particularly concerned with how 
understanding student teacher perceptions can better inform the design of teacher 
education programmes. Therefore the central issues focus on: (i) the students’ awareness 
and understanding of the programme frameworks; (ii) the relevance of their learning to 
teaching; (iii) the relationship between competence and reflection in teacher development.
I considered a research framework that would access the ways in which student teachers 
experience the coUege courses and classroom practice. Capturing the whole without losing 
the value of individual perspectives was a crucial consideration in contemplating how both 
the process and meaning of experience could be understood and represented. The 
theoretical framework developed through awareness of my own perspective whilst trying 
to understand the different layers of the students’ experience. The empirical research was 
intended to personify each of them as individuals. It valued them as they responded. The 
result was to lend authentication to their views since, far from being merely some 
academic responses to questionnaires about a programme, they derived from and were 
intimately related to human lives and experiences over the whole length of an extremely 
testing course. It would also be disingenuous of me to pretend I did not want to take the
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unique opportunity such a laborious study afforded of getting as much data as I possibly 
could on twin grounds: one cannot tell in advance what will be needed, and follow-up 
studies are a distinct possibility.
The use of multiple methods appeared the most appropriate way to uncover the different 
layers of experience. A case study offered the opportunity to build upon existing 
knowledge whilst utilising a range of methods consistent with the enquiry.1 Considering 
the framework of data sources recommended by Anderson, (1990, p. 160) - interviews, 
documentation, observation, physical artefacts and file data - a broad range of formal and 
informal research methods were selected within a case study approach. According to Ryan 
(1984), the case study offers a flexible framework for describing the particular ways in 
which student teachers navigate and negotiate their educational and life experience. As Yin 
(1984)2 suggests, case study methodology is particularly valuable for investigating 
situations in which the researcher has little control over events that occur in the real life 
context. Case studies are widely documented by qualitative researchers, see for example 
Bullough, Knowles and Crow’s (1991) Emerging as a Teacher which documents the life 
experiences of beginning teachers. This work is based on a case method combined with 
narrative and teacher stories. Noddings (1991)3 has discussed the importance of a case 
approach in forming an insight into the developing student teacher experience. The 
approach is part of an increasing body of Uterature where the life histoiy and narratives of 
teachers are considered alongside professional growth (Ball and Goodson, 1985; Sikes et 
ah 1985, Huberman, 1988; Noddings, 1991; Thomas, 1995). Life stories in the form of 
cases have also been a powerful means of facilitating understanding about teacher learning 
as they enable students to start from their own individual situations.
I gave careful thought to the design of the case studies in order to attempt to overcome
the traditional criticisms concerning cases being over-descriptive. I used multiple evidence
to provide a more rounded complete picture of the students’ experience. Considering the
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issue of generalisibility within the case study method, Anderson (1990, p. 164), draws 
attention to the possible pitfalls the researcher may be confronted with:
The extent to which generalisibility is possible will relate to the extent to which a case
is typical or involves typical phenomena.
To ensure that the weakness of the method was accounted for within my own inquiry I 
considered two aspects of case study method important within the research design (Yin,
1984): the first was to ensure that each case was represented through a range of methods 
and that each method was carefully compared; the second was to reflect on my role during 
the research.4 In considering the research design and the multiple methods of data 
collection I was careful to connect the theoretical paradigm to the strategies of inquiry 
(Denzin and Lincoln,1994; Le Compte and Pressle, 1993).
3.3.1 The Pilot Study
During spring 1994, the research design was piloted with the primary PGCE programme 
of that year. Diary and interview protocols were established and a strategy for the 
investigation of the course documentation developed. Document searches began, starting 
wrth course handbooks and information which student teachers would be given on entry to 
the one year primary PGCE programme. This extended to official assessment 
documentation and explicit documents which the students were expected to use in the 
training year. A more detailed document sweep included student teacher application forms 
and school experience feedback forms. The ethical guidelines recommended by the British 
Educational Research Associations (BERA) and the Institute’s own ethical procedures 
were strictly adhered to for procedural guidance. The Committee for Ethics were 
consulted and checked the requests for access to student teacher records and other official 
documentation. At each stage of the negotiation, I was careful to protect the participants’ 
confidentiality and ensure that the correct ethical procedure had been conducted (see 
appendix, p.87). Informal interviews were conducted, pilot journals trialled and 
observations noted during these initial stages. From the preliminary activities a number of
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issues were generated related to the research design. These issues were included in the 
final research design to bring about a more cohesive layering of evidence.
3.3.2 The Study
This sub-section will provide an overview of the four stages of the study (an overview of 
the student year and the separate stages of the fieldwork can also be found on p.68). The 
subsequent sections will explain each of the research tools in detail and methodological 
issues concerning each method.
During the Autumn of 1994, the new PGCE cohort entered college. After consulting the 
PGCE Assistant Programme Conveners I prepared information for staff and wrote to 
individual tutors to gain access to their groups during the induction week activities. From 
this large cohort narrowing down a sample population required careful thought as the 
nature of the investigation focused on the surface appearance of the course as well as the 
deeper levels of experience. For practical reasons in being able to track students I decided 
a sample size of fifteen to twenty students (approximately an eighth of the cohort) would 
provide a sample which would offer in-depth individual responses but also provide 
reasonable coverage of the cohort. The commitment required for participating in the 
research and the dangers of imposing on students who had little interest in participating 
meant that self selection was favoured over other sampling methods (random, stratified, 
purposive). I was also aware that a case study should include a small, self-contained 
population in order to examme the deeper levels of the experience (further information of 
the sample population is contained on p.75).
The first stage was selection. The students gave permission for application data to be 
accessed by me, (see appendix, p.6). This formed a base from which to build their starting 
points on entry to the PGCE. Each tutor group was visited in the first week of the course 
and meeting points were organised for students interested in joining the research. Small 
group interviews were conducted with a self selected sample of student teachers who
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expressed interest in participating in the research. From the initial interviews, a purposeful 
sample emerged.
Negotiation of journal/diary writing was undertaken by meeting with students individually
and discussing openly their worries and concerns about writing down their personal
accounts. Most students concerns centred on issues of confidentiality in making their
written accounts available. They also felt uncomfortable about lack of ownership for the
diaiy. I understood these worries and concerns and thought of myself in their position of
vulnerability. Based on their feedback about how best they could undertake the task and
also placing myself in a position of vulnerability by providing the students with full control
over the diaiy three principles were noted to provide clarification about ownership and 
use:
(i) First and foremost the diaiy belonged to them.
(ii) Entries in the diary could take any format - written account, statement o f the day, 
caption, picture etc.
(iii) That there was no obligation to hand the diaiy to me. This would be their choice.
When everyone felt comfortable with this agreement the diaries were distributed. Their
purpose was to establish a continuous dialogue with the students on an individual basis
where the students could make comments daily about their unfolding experience without
contamination’ from outside influences. Group interviews were conducted to establish the
starting expectations and for them to feel comfortable in articulating their individual
perspectives. Initial coding produced lists of words and phrases from which common ideas
were grouped or classified to form a sequence. The themes focused the next stage of the 
research.
The second stage of the research involved observation visits to all the students in the first 
school practice. The purpose of the visit was to see them in the classroom in order to 
understand the context and the people in which they were involved and on which they
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would report. Follow up individual interviews were conducted after the first school
practice in order for them to comment on their learning. Alongside these, I transcribed
student teacher diaries and collected documentary evidence about the school practices
from the school experience tutors. The transcriptions were collated and data organised
into a booklet for the student teachers to read and comment on over the Christmas break.6
I openly encouraged the students to comment and I amended the transcripts in light of the
comments made (see appendix, p.38). Preliminary analysis was undertaken from the
different data sources and grouped into thematic categories. Different descriptive labels
from each student teacher’s experience were grouped to form the first layer by coding
words, phrases, ideas that appeared to be significant. Initial coding produced lists of words
and phrases from which ideas were then grouped or classified to form sequences. The
similarities and differences between each student teacher were noted. Despite obvious
differences, common patterns emerged to form themes that focused on the next stage of 
the research.
The third stage spanned January to April 1995. It involved the second individual interview 
with the student teachers after a period in college where taught courses in theoiy had been 
blended with one day per week in school (prior to the final school placement). The final 
stages of the course assessment in college involved heavy assessment demands in the form 
of a dissertation. Interviews were conducted in the week prior to the Easter holidays. The 
diaries and interviews were transcribed and returned to the students for review.
In the final stage of the research. May to July 1995,1 compared the issues generated by the 
students in earlier phases of the research and incorporated into the third individual 
interview, diary and documentary evidence in order to cross-reference some of the main 
themes mentioned by them concerning the course. A questionnaire was used to summarise 
the issues generated throughout the four stages of the research and acted as a culminating 
point to the fieldwork.7 This enabled me to provide a fuller picture and illuminate the 
issues relating to the student teachers' skills of reflection, (see appendix, p.81).
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The process of writing up of the research raised a number of ethical and political concerns 
about how the students’ voices should be represented. Sparkes (1994, p.57) comments on 
the complexity of this representation for the researcher:
Writing about the lives of others is not just a technical or methodological issue since 
the end product has moral consequences for those involved. While such issues apply to 
wnting the lives o f all teachers they are particularly acute in relation to researchers 
writing about people who belong to social categories to which they do not belong.
Despite consulting each student individually and in involving them in checking 
transcriptions and agreeing interpretations I was aware that the written account of the 
research was based on my selection and interpretations during the analysis. This 
emphasised the responsibility I had for authorship. I also came to realise the importance of 
my openness to such responsibilities that I noted in my research diary which forced me to 
pose questions about the clarity of my writing:
Responsibilities
My role - openness, honesty, up front and responsible.
Consultation - with the students and respect for their position.
Reflection - how the students’ experience w ill be written and portrayed to others.
Burgess (1984) supports the need for taking notes and detailing the decisions made during 
the research process. This he sees as a crucial part of understanding the mistakes and 
problems that are encountered. I also wanted to ensure that I maintained a conscious eye 
on the decisions that I made over time so these could be considered in writing up period.
I also attempted to supplement the data set with observations of staff meetings to provide 
a broader more informed context for the study. Observation of tutors and feedback about 
course assessments added to the contextual fabric and provided me with a fuller 
understanding of the hidden and formal curriculum of the course. I always negotiated
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access with the PGCE Programme Convener and the individual tutors concerned. This
range of sources allowed a contrast to the student teachers' experience as well as an insight
into the shared professional culture in the institution and in schools, (see appendix, p. 20; 
47).
3.4 Research Tools
A broad range of research tools was utilised to gather this study's data. They were: group 
interviews, semi-structured interviews, diaries; observational field notes, questionnaires 
and documentaiy evidence. Using a range of research tools provided a means by which to 
capture the complexity of the different layers of experience. The combination of tools also 
accommodated the students as individuals, as some students reported at greater length in 
their diaries whilst others preferred to talk more in interviews. Utilising a range of tools 
moved the fieldwork beyond description to identification of patterns and themes about the 
course and important professional issues.
3.4.1 Group Interviews
In the early stages of the research, group interviews were used as a means of encouraging 
the shift in the power relationship from me to the participants. This provided opportunities 
for the student teachers to dominate the research dialogue and clarify their ideas about 
teaching and learning. This was important to me and to them. As Anderson (1990, p.242) 
notes:
Groups [provide a] setting in which individuals are comfortable in self-disclosure and, 
furthermore, where the group dynamics create a chain reaction.
The group interview questions focused on discussing views and experiences of teaching 
and learning in attempts to unpack the student teachers' perceptions on entry to the course.
I had accessed their application data which provided a window into their motives for 
wanting to teach. I wanted also to encourage an interactive and co-operative relationship 
with them, following Tikunoff and Ward’s (1980) advice to develop an interactive 
approach through the group interview. The students seemed relaxed in this format and I 
worked hard to keep the group at ease and maintain a natural dialogue. Before the
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interview I took the time to talk about other issues of the week and engage with them in 
discussion to try to ensure that the environment was conducive to the students feeling safe 
to talk about themselves.
The advantage of the group interview was that it encouraged discussion and debate of 
individual views without the intensity of individual interviews. Watts and Ebbutt (1987), 
however see this as a disadvantage. As they explain, group interviews are of little use in 
accessing personal views, as the dynamic of the group denies access to this sort of data. 
However I felt that in the early stages of the research, the group interview was of value in 
accessing the student teachers' variety of opinions in a non threatening environment. Also, 
it enabled students to speak within a group of peers and was less threatening than in a one- 
to-one situation with me. This was also important in providing a starting point for both the 
student teachers and myself to test the ground and openly discuss issues in the security of 
a group. At this first stage, those student teachers who did not want to continue with the 
research would leave in conditions of good will. The format of the group was also a useful 
vehicle to introduce those who remained, to the rest of the research. This also had the 
added benefit of allowing them a further chance to consider whether they wanted to be 
involved for the PGCE year.8
The first stage of the research involved meeting the student teachers for group interviews. 
The groups consisted of between four and six students to enable me to keep track of the 
dialogue and to manage, on a practical level, getting to know individual students and 
organising group discussion. As the students were new to the course, each other and the 
research, the interview themes focused on their perceptions of their own learning and their 
own narratives and starting points in thinking about becoming teachers. These themes 
were developed from the GTTR application forms that all students filled in. I was open in 
discussing the demands of being involved in the research for the duration of the PGCE 
year in order to start off our relationship in the right way. At the end of the interview, the 
students took away a form that they filled in and returned to me if they wanted to
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continue, from a sample of twenty four students interviewed in the first stage, eighteen 
expressed an interest in continuing and did so for the duration of the year.
3.4.2 Individual Semi-structured Interviews
Throughout the four stages of the inquiry, interviewing was central in collecting student 
teachers accounts of their practice. Three in-depth interviews were conducted, each 
lasting approximately one hour. The interviews focused on themes generated by the 
students related to teacher development. I was careful to value the students’ own 
narratives in their accounts of their practice whilst attempting to be non judgmental about 
what was said to me. At times this dialogue was tricky, especially when students wanted 
feedback about what I thought. I always attempted to manage these situations wearing my 
research hat and I either reworded but mirrored what had been said to me or answered the 
students’ requests with questions concerning what had been asked. In a methodological 
sense the individual students’ data reflected commonalities as well as differences in how 
they engaged with the programme. The interviews served two main purposes within the 
overall research design. First, they added depth to the study in considering the individual 
students experiences. Second, the interviews provided a broader understanding of their 
perspectives which could only have been accessed by talking with the students themselves.
I used a semi-structured interview format in order to examine the themes generated by the 
students through other methods, as well as at interview. In considering the potential 
strengths and weaknesses of interviews in general I considered Patton’s (1990, p.284) 
advice as he draws attention to the importance of using a semi-structured tool:
The way in which to guard against variations among interviewers is to carefully word
questions in advance.
In planning the interviews, I wanted to avoid imposing too much structure in order to 
allow the students to lead the discussion with agendas which were important to them 
rather than setting a rigid framework around the discussion. The semi-structured interview 
allowed me to adapt and pursue issues that had not been anticipated in advance. This
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allowed a number of basic themes to be explored as well providing the flexibility to probe 
other issues raised within the conversation in greater depth. The purpose of all the 
interviews conducted in the research was to capture the complexities of individual 
perceptions and experiences and provide a framework from which the students could 
express their own understanding of their teacher development. Through the individual 
interviews, I learned about whole patterns of learning through the students’ lives, not just 
patterns that prevailed on the research site (Dobbert, 1982).9 The advantage of using a 
greater degree of structure in interviewing relates to the issue of achieving uniformity of 
results from the interview, as Cohen and Manion (1989, p.313) observe:
The advantage [is in] achieving greater uniformity o f measurement and therefore 
greater reliability.
However, they point out also that heavier structuring can be restrictive for the interviewee. 
On balance I kept to light structuring and tried to be aware of the potential weaknesses. I 
also compared the responses from interviews with observational notes, diaries, documents 
and observational field notes and looked for emerging issues and themes. This allowed me 
to see a wider picture of the students’ concerns, rather than just the issues raised in 
interview.
3.4.3 The Interview Themes
The semi-structured interviews were included at each of the four stages of the fieldwork. 
The first stage of interviews supported themes generated from the student teachers 
application forms concerning their perceptions of teaching on entry to the PGCE. I 
developed the questions for the first interview from this starting point so as to access their 
educational experience and perception of teachers’ work at the beginning of the PGCE. 
They were four main themes: i) motivation for becoming a teacher; ii) perception of 
teaching; iii) personal philosophy; iv) ideal teacher (see appendix, p.8-10).
During the second stage of interviews I used issues generated from the first: i) their 
perceptions of teacher roles and related concerns; ii) the students perceptions of classroom
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experience; iii) details of specific concerns which they had and describing the situation in
which they occurred and iv) descriptions of themselves as teachers (see appendix, p.36- 
37).
The third interview cross-referenced the issues which they had raised in the first two
interviews and focused on the following themes: i) life histoiy; ii) perceptions of their own
teaching qualities; iii) analysis of themselves as teachers; iv) the PGCE course philosophy
and how they fitted into it, and v) anticipation of the next school experience (see appendix, 
p.56).
The fourth, and final, interview attempted to consolidate the main issues raised by the 
students across a broad range of evidence. This focused on the course programme and 
personal objectives related to reflection on their experience. Nine themes were covered in 
the interview, that overlapped with earlier interviews (see appendix, p.69). The following 
five themes had however emerged from the data: i) discussion of courses which enabled 
them to develop in their teaching; ii) recognition of the personal qualities crucial to 
teaching, iii) identification of the key aspects of teaching as a profession; iv) speculation 
about their career development and career goals; v) reflection about significant aspects of 
teacher learning on the course (see appendix, p.69).10
In designing the interview protocol in the form of themes, I gave much thought to how I 
would phrase the questions. I tried to phrase them in a way that would engage the students 
within a natural discussion so they would feel comfortable (Festinger and Katz, 1953). My 
aim was to ensure that the interview would be as free flowing as possible and allow 
movement from the themes to issues that were important to individual students. As the 
research relationship developed I became more skilled at making the connections within 
the interview and the dialogue with the students became more free flowing, insightful and 
sensitive to their personal perspectives.
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The interviews were usually one hour in length, each one taped and transcribed. The typed 
transcripts were always returned to the students as soon as possible for review. They were 
very willing to read and make comments/changes. I encouraged them to write their own 
comments on the transcripts in order to check they were accurate. As our research 
relationship developed across the year it became more informal and the interview protocol 
became more relaxed and open. This of course raised ethical concerns for me as I was 
aware that the added dimension of building closer relationships meant that the students 
were more open and had more confidence when talking to me about themselves and their 
experiences.11 This in turn became a prominent issue during the process of writing up and I 
was careful to ensure that each student teacher checked what was written in their account.
3.4.4 Field notes
Field notes were important in comparing the students’ perceptions with those of 
professional tutors, class teachers and researcher. As Mayntz et a l (1969) assert, all types 
of observation must have structure to ensure consistency in the researchers approach to 
the data collected. This is consistent with views of Cuba and Lincoln (1988) who reinforce 
the importance of planning for and structuring observations in order to provide the 
researcher with a framework from which the observations can be made. Observation does 
moreover, provide the researcher with a flexible research tool to enable the recording of 
events as they happen offering new avenues of inquiry. Cuba and Lincoln, (1988, p. 193) 
support this view and provide a summaiy of the basic methodological arguments for 
observational methods:
[Observation] maximises the inquirer's ability to grasp motives, beliefs and concerns, 
interests, unconscious behaviours, customs and the like... [It] allows the inquirer to see 
the world as his subjects see it, to live in their time frames, to capture the phenomenon 
in and on its own terms, and to grasp the culture in its own natural, ongoing 
environment; [it] provides the inquirer with access to the emotional reactions o f the 
group introspectively and [it] allows the observer to build on tacit knowledge, both his 
own and that o f the members o f the group.
I used field notes to provide frameworks for considering the context, and comfort level of 
the students within their roles. I selected time frames in which to observe (Lofland, 1971; 
Croll, 1986):
Methodology • Page -65-
Field notes are probably the most common way in which to collect non-participant 
observational data. The observer is relatively free to record almost anything he wants to 
record at any time. The notes may be straightforwardly anecdotal or may be organised 
into categories at the time they are taken. (Guba and Lincoln, 1988, p. 203)
The field notes supported the data obtained from other methods and highlighted the 
particular idiosyncrasies of the students' approaches to their work and the different 
contexts in which students were involved on their classroom practices (Cohen and 
Manion, 1989). During the four stages of the research, I observed them both in college 
and school settings. In the initial stages of the observation process, I sat in on taught 
courses as a means of keeping check on comments from the students concerning the 
structure and content of courses. During the second stage of observation, the students 
were seen in the school setting (see appendix, p. 18). This enabled me to compare their 
comments about the context and quality of experience with the school experience tutors’ 
perceptions and also my own. The third stage of observations took place after the first 
school experience, in the college context where the students received further theoretical 
input. The fourth observation took place during the final school placement, where 
comments were checked against comments of the school experience tutors, and also my 
own perceptions. There were times were I felt uncomfortable in this role as I was 
conscious that although some tutors gave consent for me to attend their sessions they 
were very nervous about my presence. I also realised that this may have been 
uncomfortable for the students for fear of identification with me. I was careful not to 
identify with any of the students during this time.
In order to record the students’ first hand experiences the most appropriate research tool 
was to be a journal/diary for their PGCE year. This provided flexibility for them to engage 
in conversations with themselves about their teaching and any other issues that concerned 
them. The journal/diaiy acted as a continuous record of their experience and drew 
attention to other gravitating forces which demanded their attention. As Benyon (1985), 
reminds us, it is important to recognise that student teachers have lives that are largely
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spent outside the confines of the classroom. Bullough, Knowles and Crow (1991), cite 
Progoff to illustrate the potential of journal writing to reveal what is hidden from view:
A connective thread has been forming beneath the surface of our lives, canying the 
meaning that has been trying to establish itself in our existence. It is the inner 
continuity of our lives. As we recognise and identify with it, we see an inner myth that 
has been guiding our lives unknown to ourselves. (Progoff, 1975, p. 11)
The journals were central also to establishing a trusting relationship between myself and 
the student teachers. I was however aware of the students’ exposure within this dialogue:
One of the dilemmas of journal writing [is that] the writer becomes very exposed and 
vulnerable. [The researcher] receiving such confidences [is] required to establish clear 
ground rules for discussion, confidentiality and above all trust. (Littlewood, 1995,
p.82)
The journal provided different lines of communication which could be viewed without risk 
of contamination from anyone else. Within teacher education the idea of journal and diary 
wnting is a famihar research tool. Journals and diaries have been traditionally used as 
means of encouraging students to be self critical (Holly, 1989). I was also aware that how 
the students perceived the journal/diary would be crucial to its use and that students may 
present contrived rather than real experience (Lyons, 1990). It was important therefore that 
the students co-operate in decisions regarding the choice and use of the journal/diary.
Through the reflective acts of talking and wnting about what they think happened, 
teachers can become more consciously aware of why children, and they themselves, do 
the things they do. (Nixon,1981, p.60)
The practical issues involved in keeping a journal/diaiy were another consideration as 
some students found it easier to write than others did. In order to accommodate individual 
differences the structure of the journal/diaiy was open. Some journals were therefore 
much more detailed and rounded than others. To structure more rigidly would take away 
the very essence of the students’ entries. As it stood they recorded as much or as little as 
they desired. They knew however that they were developing a dialogue with themselves 
on which I would eavesdrop. Thomas (1995, p.5) comments on these practicalities but 
highlights the worth to the student of conscious deliberate reflection:
An essential feature of a journal is the internal dialogue which the writer carries on 
with him or herself... An important aspect of diaries and journals is the opportunity
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they provide for the writer to enter into a dialogicai relationship with the self and with 
those who are permitted to share the text.
In the early stages of the research, a pilot study focused on the design and format that 
would be acceptable in style, and also practical in use for the student teachers. The early 
versions of the journal were tightly structured, with focused response categories. I found 
these too restrictive and felt that students tended to write within the narrow categories 
rather than wnting freely about their experience. A redesign of the journal was undertaken 
in collaboration with the student teachers. This consultation and negotiation shifted the 
ownership of the research tool to the participants. A process of negotiation followed and 
the format for the journal transformed into a personalised diary12 I negotiated a format 
for the diary by talking to all the students about what they felt would be most appropriate 
for them, (see section 3.4.2). The inclusion of the students in this way within the research 
and respecting their worries and concerns was central to enabling an open and honest 
dialogue between them and myself and also in capturing their subjective experience of the 
PGCE year.
During the second phase of the research, they began filling in the diaries. At the beginning 
of this process they were assured that handing the diaries to me was optional, as essentially 
the diaries were personal to them. This however, did not emerge as an issue during the 
research as they lovingly passed their diaries to me at the end of each phase of the 
research. I always attempted to get the diaries back quickly so as to maintain the 
momentum and consistency of their wnting. In the early stages some expressed concerns 
about the confidentiality of their diaries but still wanted to pass them across to me. I 
always tried to be open and encouraging in my discussion with the students and at all times 
listened and took note of what they said, reassuring them on issues of confidentiality. I also 
reminded them it was their choice whether they wanted to hand the diary across to me. I 
was pleasantly surprised that all complied (see appendix, p. 11).
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As noted above, each student used the diaiy in a slightly different way, in terms of the type 
and frequency of entries. This depended largely upon individual patterns of working and 
fitting in a small but extra demand in an already intensive period. In most cases, the diaiy 
was incorporated in their daily routine: a comment, narrative account, description of event 
or caption was dated and recorded the issues of the day for them. The journal writing of 
four students decreased across the year as the course pressures increased. They did 
however take care to record the key issues related to their learning on the PGCE which 
they kept track of between our meetings. For the rest of the students, journal writing 
became a useful tool for making sense of their continuous experience.
3.4.5 Documentary Evidence
In order to tap a source of information about the way in which course philosophy was put 
into practice I utilised documentary evidence. Guba and Lincoln (1985, p.232), cite the 
main advantages of using these kinds of data:
Documents and records are a stable, rich, and rewarding resource... [and are] often 
available for the asking. They provide a base from which any subsequent inquirers can 
work and thus lend stability to further inquiry... [documents can also] challenge an 
evaluation report [to show that] the evaluator is telling the truth. [Documents also] are, 
in fact, an in context source o f information - that is they anse from the context And 
exist in it [and] consist o f information about the context. [It is also important that] the 
obvious places should be searched first.
The main drawback of using documentaiy evidence as cited by Allport (1942, p. 127) is 
that:
Documents are [said to] lack objectivity [since] they are, and always will be completely 
subjective.
However, I saw documentaiy evidence as a useful method for tracking intentions, beliefs 
and ideologies about the course and the day-to-day reality for the students. During the 
early stages of the research I collected documents that provided an overview of the 
programme s stated aims and organisation. I sorted the information into general and 
particular evidence to draw comparison between policy and practice. The general evidence 
consisted of more official information concerning the PGCE programme and its official 
procedures. The particular evidence consisted of the mechanisms whereby the students
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received information - for example, tutor feedback sheets and school experience reports, 
(see appendix, p.33).
I used the documentaiy evidence as a backdrop to the research. The documents were a 
natural reference point against which to compare my own and student teacher accounts. 
The different documents also drew attention to the assessment frameworks and explained 
how things worked, for example the Profile of Professional Development (PPD).
Access to particular documents also provided me with a greater understanding of the 
philosophical base of the course which focused on the concept o î reflective pedagogy, as 
both the guiding principle for the planning the structure and operation of the programme 
and as a model for the kind of pedagogy that student teachers would be encouraged to 
employ in their own practice. Reflective pedagogy in the course referred to the 
prioritisation of a set of concerns and the development of certain attitudes and 
competences. The (1994) Primary PGCE document specifies the programmes 
commitment to:
(i) an awareness o f self and the acceptance o f the necessity for self examination as a means of 
improving practice;
(ii) a commitment to a continuous process o f informed systematic enquiry into one's professional 
action, often in collaboration with one’s colleagues;
(iii) an understanding o f the social context within in which teaching and learning takes place;
(iv) the development o f open-mindedness in which there is a willingness to reflect upon oneself 
and to challenge one’s assumptions, stereotypes, prejudices and ideologies, as well as those of 
others.
The different documents were valuable in understanding the structural frameworks and 
inconsistencies which regulated the students’ experience. I was also better able to 
contextualise the information which the student disclosed, and tap into the culture of the 
programme.
3.4.6 The Questionnaire
I used a questionnaire at the end of the field work in order to provide an overview of the 
students' views on completing the programme. The design was intended to account for
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and access a broad range of views which the students had raised concerning their 
experience. In relating different elements of the programme structure the questionnaire 
was a means of eliciting students’ judgements about their whole progress and how it was 
achieved. The design was modified from James Sears’ (1984) doctoral research of ITE 
courses at the University of Indiana. I utilised his framework in arriving at the initial 
questionnaire design. In consultation with the student teachers I planned the questions and 
tested their suitability with a test group in order to fine tune individual questions. All the 
students were willing to be involved in the piloting of the questionnaire and subsequently I 
received feedback concerning particular questions and modified the question design in 
accordance with the comments made. I was mindful of the design considerations outlined 
by Cohen and Manion (1989, p. 106) concerning minimising potential errors and 
maximising truth.
Its design must minimise the potential errors from the respondents... encouraging
their co-operation, and eliciting answers as close as possible to the truth.
When the questions were drafted and checked with a small sample of student teachers, I 
tested the pitch and range of the questions with another student group in the college. I 
used mainly closed questions with a five point scale indicating a range in the responses but 
left the final section open for the student teachers to add their own comments (McNeill,
1985), (see appendix, p.81-84). I was also careful about the individual question design 
considering, bias, sequence and clanty in relation to the overall design. I also strove to 
draw from the students’ experience rather than input information (Guba and Lincoln, 
1988). The questionnaire was helpful in summarising issues that the students had raised 
about areas of their experience across the year.
When I organised the final interviews I mentioned that we would need more time during 
our session in order to complete the questionnaire. I had organised a quiet space where the 
students could fill in their questionnaires without interruption. I also felt it was best for 
students to return the questionnaires on the day of the interview so I could keep track on 
collating each individual’s response. The students who did not pass the course by
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preference arranged to meet for interview outside the institute. I was careful to respect 
their wishes and I understood how difficult it must have been for them to talk about their 
experience of failure. The interview skills I had accrued across the year were important at 
this time and I was aware of the need for sensitivity and of ensuring that the relationship 
we had was one of mutual collaboration where I shared with them. I was also aware that 
at this time the students were vulnerable therefore it was important for me to ensure that 
the students felt in control of the interview process and could direct the conversation. The 
respect and trust I had developed over the year clearly influenced the final interview as 
despite the disappointment, anger and pain of failure the students were completely open. 
Sparkes (1994, p.56) citing Measor and Sikes comments on the ethical concerns which 
arise out of forming close relationships with research participants:
It is the intimacy which raises some of the sharpest ethical questions in this kind of 
research. Because the material is intimate, it means that the potential harm is much 
greater.
I was careful to consider these difficult ethical questions ensuring that each student 
carefully checked the interview transcripts. I was always careful to respect the students’ 
wishes and amended with regard to their comments.
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Overview of Fieldwork
Introduction to the Research
• Course Handbook 
•Application Data
• Group Interviews
First School Experience
• Diaries
• Observation in Schools
• Documentary Evidence 
■ Tutor Reports
• Student Evaluations
• Course Documentation
• Semi-Structured Interviews
• Student Check
The Term after Student Teaching
• Diaries (Continue)
• Observation of College Courses
• Semi-Structured Interview
• Documentary Evidence
• Student Check
The Final Teaching Experience
• Diaries (Continue)
• Observation of Final School Experience
• Course Documentation
• Semi-Structured Interview
• Questionnaire
• Student Check
Figure 1. Overview o f Fieldwork
3.5 Methodological Issues
In considering issues of methodological rigour I attempted at all times to be reflective 
about my role within the research and kept a research diaiy so that I was aware of the 
process of my thoughts and reactions to the students throughout research. Establishing 
rapport as a basis for sharing was both a necessity and a danger, since description involves 
elements of selectivity. In order to maintain my awareness the students checked the
Jan. - April '95
May - July '95
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interview transcripts, journal and diary entries, field notes and documentary evidence at 
each stage of the research process (Cuba and Lincoln, 1981).131 was careful to ensure that 
the different data sources were cross-checked and the issues and questions raised from the 
students’ accounts and situations were extracted and scrutinised. I also checked that the 
themes and indicators were derived from ‘the subjects world’ (House, 1978).
3.5.1 Sampling
During Easter 1995 I prepared an outline of the research for inclusion in the Piimaiy 
PGCE Programme Handbook. The outline was a descriptive paragraph about the research 
and invited participation. The student teachers received the programme handbooks before 
they began the PGCE. This gave useful advance warning to prospective participants. 
During induction week I arranged times to introduce the research and to visit the eight 
individual tutor groups for a more personal introduction. During subsequent weeks 
students volunteered to participate in the two meetings which discussed the research focus 
and what participation would mean across the year. All the students who initially 
volunteered were invited to participate in stage one of the research. After the first 
interview the students were given the option of continuing. I was aware however of the 
need to step back and provide a non-pressurised method for continuing. I gave each 
student a form and a stamped addressed envelope. If they wanted to continue I asked them 
to fill in their name, address and telephone number and return it to me within a week. They 
were made aware that the duration of the research was a full academic year.
From a cohort of 163, twenty four student teachers agreed to participate in the research. 
Within the first few weeks the sample reduced to eighteen students, which was a 
consistent sample throughout to the completion of the fieldwork. Upon completion of the 
data collection the sample was reduced to seventeen students due to ethical concerns (see 
section 3.7) and case studies were reconstructed from the seventeen to represent an 
overview of the cohort.14
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Sample Population
Name
Samantha Anderton 30yrs
Anike Carter 27yrs
Geraldine Chambers 43yrs
Saslda Corkhill 22yrs
Susan Davis 22yrs
Vicky Dennis 41yrs
Sandy Fowler 24yrs
Anita Graham 26yrs
John Harris 28yrs
Cathy Layton 28yrs
Andrew Mullan 32yrs
Anna Proctor 23yrs
Jane Taylor 25yrs
Andrea Thorpe 29yrs
Angela Wade 26yrs
Mandy Wallis 27yrs
Christopher Wilson______________32yrs
Special Needs Entry Degree
Psychology
Language/Economics/Politics
Æ 4 Social Science
A%4 Education
Geophysical Science
History/Education
A%4 Social Science
A%4 Education
Management
A%4 Art
Management
A%4 Women’s  Studies
A%4 Design/Art
A%4 Art/Drama
English
English
Dyslexic Psychology
3.6 Positionality
My positionality was central to the research (see also section 3.2). This was also my cover 
story for the PGCE year and interwoven within the research process. How would I be 
perceived? How did I want to be seen? In what way would this influence the process of 
the research? In contemplating my position and in realising the difficulty of my task in 
gaining respect and trust with both students and staff I set about contemplating how I 
could achieve this. My initial thoughts on this matter sought clarification as I pondered 
over the purpose and aims of my research. This contemplation confirmed my student 
centred focus and established the importance of gaining respect and trust within the 
research relationship. I was also concerned about the kind of relationship I would develop 
with fellow staff members considering I was also a member of staff. Working within the 
faculty did provide hidden benefits in sensitising me to the challenges, issues and decisions 
I would encounter concerning relationships with staff. I soon realised that issues of 
disclosure were important to establishing trust and clarity concerning our relationship. For
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staff, what would involvement with the research mean? This raised feelings uncertainty and 
suspicion. For the students, would their involvement be confidential and would their 
involvement have effects in their progress through the course? As I negotiated these issues 
I was aware that my positionality could potentially make or ruin the research process. I 
became very aware that my researcher role involved the negotiation of power within our 
research relationship and as I clarified my position I made reference to these concerns in 
my research journal:
I have spent weeks thinking about how I want to be seen. It has taken me a long time 
to realise that this is central to how I conduct the research but also it is central to 
setting the tone for the year The research needs to develop from a foundation o f trust 
with the students - how can I get this? How can I design frameworks which will 
encourage openness? If it were I taking part what kind o f guarantees and choices 
would I want to have? I would certainly want to know something about the person I 
was talking to make sure that he/she was trustworthy. Also I think that information 
should be given by choice as I may regret saying something I have said. As for staff I 
already feel like an enemy in the camp and completely understand their reaction. If the 
tables were turned I would feel exactly the same way. What assurances do they need? 
Communication and negotiation concerning their involvement and to be informed of 
the research so they know that no criticism or judgements will be made o f them. I feel 
uncomfortable but know that these issues need to be resolved. (Research Diary- July 
1994)
I was aware that I would need to make adjustments to my approach to counter the 
frustrations and unanticipated challenges of researching an institution where I would be 
working. Patton (1990, p.47) comments on the difficulties for qualitative researchers when 
getting their hands dirty.
Understanding comes from trying to put oneself in the other person’s shoes, from 
trying to discern how others think, act and feel.
The difficult decisions concerning the kind of direct contact I would make gave me no 
simple answers. In contemplating my involvement however I noted down criteria to help 
clarify my research role in dealing with students and staff:
With students:
(i) To be open and provide information about myself. ‘About Me’ my previous 
experience and motivations for starting the research.
(ii) Clearly explain my role - in the Faculty as researcher and visiting lecturer.
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(ü i) frtform the students about the pattern and organisation for each term with mp^ting 
dates arranged well in advance.
(iv) Clarify the format for the meetings - so they would know what to expect.
(v) Respect for the students’ involvement - consultation and negotiation.
W ith staff:
(i) To provide information that clarifies the aims o f the research.
(ii) Clearly explain my role -in  the Faculty for the coming year and that I would not be 
participating in teaching on the PGCE programme.
(ü i) Inform the staff about the pattern and organisation across the P G C E  year and to 
provide consent forms requesting their participation.
Being specific about my role was important in providing clarification and accurate 
information about the research but also in creating an atmosphere of openness. I expected 
evasiveness from both parties as a natural reaction and by setting a tone where the students 
uncertainties could be easily managed I attempted to be flexible in negotiating potential 
problems and was surprised how quickly I won over their confidence. Early 
communication was the first step to providing the students with clarity concerning their 
involvement in the research. In advance I discussed with them the format for the 
interviews, diaries and observations which was important in setting the tone for my role as 
a researcher. My rationale and approach when meeting the students was to build a feeling 
of self responsibility through working in a less structured way to allow flexibility to talk 
together. I then gently manoeuvred the discussion toward the interview themes. I agonised 
over how I would achieve this finally taking the decision to be myself and to be as natural 
and open as I was expecting them to be with me. This created the basis of a collaborative 
relationship that led to students looking forward to our meetings and being eager to talk to 
me about their experience. I also took the time to prepare a relaxing venue for our 
meetings making sure that refreshments were on hand. I could not however ignore that 
there were aspects of my positionality that by the very nature of being involved in the 
faculty needed careful clarification. The reassurances I gave to the students came in the
Methodology •  Page -77-
form of choice, control and decision making during aspects of the fieldwork, although I 
recognised ultimately I guided the interview through various thematic stages. Their 
inclusion in the modification of the journal and interview formats was a step toward 
developing the confidence in me whilst also sensitising me to the participants, contexts and 
events that were taking place. I learned quickly that to be open developed an atmosphere 
of trust and commitment. This was revealed to me in the communication I received from 
different students:
10 January 1995
Dear Julie,
Find enclosed the transcripts. I’m not sure how you were able to type these up without 
laughing. I am enjoying the diary, however I don’t manage to make entries every day.
You will be pleased to hear though that I have graduated from a pencil to a pen.
Looking forward to seeing you soon.
Love,
Anita
Anita’s decision to write in pen rather than pencil signified to me that she had developed 
confidence and trust to make the medium of her writing more permanent. The tone of her 
writing also showed that she valued the relationship we had. John Harris was a student 
from the onset that had concerns data getting in the wrong hands’ openly voiced his 
concerns in our initial meetings. After Christmas and on returning the transcripts to me in 
January our relationship became more open. He shared with me an incident where he had 
caught head lice from the children and not realising passed them onto his wife who was 
rather embarrassed when she had to return home from work. Our research methods 
dialogue - if one may call it that - was pivotal both in transforming the research 
instruments to capture the experience, and in establishing trust. What I had failed to 
anticipate in the early stages of the research was the level of sharing required in order to 
establish a trusting research relationship.
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As the research developed I probed the motives for the students’/self selection into the 
study. I felt it was important to understand their motivation for volunteering to participate 
m the research, and how they perceived my role. This was to anticipate any implicit 
expectations the students had of me as being an insider, someone who could help them 
through the programme. Clear ethical negotiation was also necessary to represent their 
voices m the research. This also was not without complexity, as the students who were 
weaker needed more care and attention. This was brought home to me at the end of the 
PGCE year when one of the students who failed the course approached me with a number 
of personal grievances related to the programme. The student’s fiustrations had been 
building over a senes of months and his impromptu visits to my office became more 
frequent. This became a dilemma for me as it became difficult to manage the discussion. 
The dependency on me became more problematic as the bitterness and frustration 
concerning feiling was difficult to manage in our meetings. I became worried for the 
student as the intensity and anger mounted but also for my own safety as clearly the 
student’s behaviour went beyond the boundaries of our meetings in that I would regularly 
find him waiting for me at my office door. I felt vulnerable at this time as, despite my 
numerous attempts at clarifying boundaries on which to continue, the student insisted on 
breaking the boundaries, using our meetings as more therapy sessions to release anything 
and everything. I also noticed that the student was socially isolated and had little contact 
with others on the course. I was extremely anxious, as I felt responsible but also ill at ease. 
After consultation with my supervisor and the PGCE Programme Convener concerning 
the student’s lack of awareness of the boundaries I withdrew this student from the sample.
I did however feel some responsibility in seeing the relationship through and arranged to 
see the student a final time to close the relationship. This did however create much unease 
and I question whether I had somehow encouraged such a reaction through the closeness 
of the relationship I had developed across the year. This raised moral questions as in 
developing trust and successfully winning over this students trust I had been placed in a 
position of feeling that I needed to respect the relationship I had developed but also 
protect myself from potential conflict with the student in tiying to re-establish our
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iciationsmp. inis highlighted issues of power in so much as I had made a conscious 
decision to change the nature of our research relationship.
As for the nature of my relationship with staff members. I remained more distant than in 
my working relationship only making face to face contact during PGCE team meeting 
where I would nomially introduce aspects of the research for the term ahead to keep staff 
informed of the research activities. The duality of my role highlighted areas in which I was 
aware that there might arise misuse of power. Clarification of my role to professional 
coUeagues and winning their trust might result in a lack of power on their part. I consulted 
the PGCE Programme Convener in order to clarify this position and agree upon general 
principles to guide this relationship. This was further guided by the Institute’s Ethical 
Guidelines fo r Research, Practice and Teaching (1994, p.20):
Where research is undertaken within a formal organisation, it is wise to clarify in 
advance the responsibility of the research worker to the organisation, the lines of 
communication, and the means o f settling any problems that might arise.
The general principles agreed upon to guide relationships with staff were based on the 
understanding that:
d)The Programme Convenor would be consulted about all research activities undertaken on the 
Programme.
(ii) The research would be explained as fully as possible to the programme team.
(m) The researcher would be responsible for consulting staff members individually concerning 
issues of access. 6
(iv) Staff would have the right to decline to participate, or having accepted, to withdraw from 
the research at any time.
(v) Anonymity of staff would be maintained.
I consciously remained open to discussing problems and worries in order to be accessible.
I began exploring the different ways in which I addressed colleagues in these meetings, 
reducing my position of colleague to a research relationship where I tried not to force my 
research agenda. Occasionally staff would share their thoughts about the programme in
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private, expressing their conflicts. I listened carefully and felt that the relationship was 
strengthened by my positive interaction. I remained discreet in these situations of 
negotiating with staff concerning the inclusion of specific information into the research
3.7 Ethics
Henwood and Pidgeon (1993) comment on the importance of qualitative researchers
getting to grips with the presuppositions of their research processes. This, they conclude,
involves both commitment and detachment in tackling their own values and interests, 
rationales and methodological decisions.
Lincoln and Cuba (1985) oflfer suggestions as to how the researcher can achieve self- 
awareness. One is that a ‘reflexive journal’ should include the researcher’s daily activities, 
including a personalised diaiy to note reflections, decision-making, value judgements, 
short rationales, and topics of interest. Following this advice I did indeed keep a research 
diaiy documenting my decisions, hunches, daily observations, daily thoughts and events in 
an attempt to lay a ‘paper trail’ to keep account of my research process (Lincoln and 
Guba, 1985, p.380). The importance of researchers gaining greater self-understanding is 
also raised by Peshkin (1994, p.47). He draws attention to three inter-related aspects of 
self that he considers important to gaining such awareness;
... first the affective state o f my being; that is that I have values, attitudes and tastes...
Second, I am subjective because o f my history, that is, because I have had a past, in a 
particular place and time, within a particular family, and so forth. Third, I am 
subjective because o f my biography, that is, my personal attributes o f gender age 
religion, marital status, occupation, political affihation, and so forth. My biography, as 
does everyone’s, shapes me, presses me, influences in certain directions.
How might I minimise the effects of my ‘biography’. My starting point was my diary 
where I attempted to unravel parts of myself that I had not questioned but which might 
affect the validity of my conclusions?
As I sit and think about what drives me to do the research ... I am not really clear. I 
think this is because it is about so many things I have myself been part of. The 
questions I had as a student teacher that I could never ask for fear of seeing resistant or 
standing out, the concerns I had as a teacher to serve the children’s needs amidst the 
chaos of schools adapting to the demands o f the National Curriculum. And now ... to
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educate teachers who have an understanding o f their own practice ... also, most 
importantly, understanding the needs o f the children whom they teach ... no easy 
answers (Research Diary-February, 1994).
I wanted to examine practice from the perspectives of those experiencing teaching and 
learning via a small number of in-depth studies. The choice was - 1 am aware - a reflection 
of my natural feeling for qualitative rather than quantitative research., as well as a 
considered judgement that it was the more appropriate paradigm. I was aware also, 
however, that this was no easy option. Punch (1994) points out that the paradigm 
encompasses at least two distinguishable approaches.
The first is exemplified by what he calls ‘the Chicago School’ in which aspiring social 
scientists would ‘get their hands dirty’. This was characterised by involvement of 
researchers at a practical and intuitive level, seen to be part and parcel of this position 
(Burgess, 1982). The second, in contrast, warns against the dangers of researcher- 
involvement, requiring them to undergo adequate training before being let out into the 
field. This was a preventative, prophylactic measure to limit the potential harm researchers 
may inflict on themselves and/or their subjects. These two approaches, he notes, have 
profound implications for how researchers contemplate the ethical values within their own 
chosen approach. In considering both stances, he argues for the ‘get out and do it’ 
approach on the grounds that it forces the researcher to be continually aware of the 
dangers of contaminating the evidence, whereas the second approach carries the risk that 
the ‘adequate training’ gives a sense of security to the researcher which must ultimately 
prove false.
My approach is and must be the former. A year-long relationship to my subjects 
inescapably carries the risks of subjectivity: the price must be - in the ancient phrase -  
‘eternal vigilance’. Punch provides a general description of the at-risk processes at work:
Entry and departure, distrust and confidence, elation and despondency, commitment 
and betrayal, friendship and abandonment - all are fundamental here as are dry 
discussions on the techniques of observation, taking field notes, analysing data, and 
writing the report Furthermore, acute moral and ethical dilemmas may be encountered
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while in a semi conscious political process o f negotiation pervading all fieldwork. And 
both elements, political and ethical, often have to be resolved situationally, and even 
spontaneously, without the luxury of being able to turn first to consult a more 
experienced colleague. (Punch, 1994, p.84)
He then analyses processes into a number of nodal points to which the researcher must, he
believes, pay extra-special attention: (i) codes of consent, (ii) deception, (iii) privacy and
confidentiality, and (iv) trust and betrayal. I shall discuss each individually before relating it 
to my research.
3.7.1 Codes of Consent
The general presumption must be that people have a right to be informed that they are 
being researched and reported on but a moment’s reflection will demonstrate this right 
cannot be absolute: it must be weighed against a possibly of greater good that might 
accrue from covert investigation. A recent case which highlights the dilemma is where 
medical researchers, investigating the circumstances of cot deaths installed video and 
sound surveillance in hospitals. The general rights of the unwitting subjects do seem to 
have been abrogated, but alarming and valuable evidence resulting from the investigations 
seems, to some commentators, to justify the covertness of the research.
Hammersley and Atkinson (1995) comment on the issue of open and secret research:
... in the context o f ethnographic work is covert participant observation, where the 
ethnographer carries out research without most or all of the other participants being 
aware that the research is taking place ... [observations o f this kind o f research may 
rise out of] the belief that this kind o f research contravenes human right of autonomy 
and dignity, or from fears about its consequences... Other writers take a contrary view.
They point to the differences in purpose between covert research and spying; and they 
emphasise the extent to which we all restrict the disclosure of information about 
ourselves and our concerns in everyday life ... On a more positive note, it seems likely 
that some settings would not be accessible to research, or at least, without a great deal 
of reactivity if  covert methods were not employed.
They conclude by raising the question of what constitutes free consent and whether 
attempting to persuade someone to be interviewed constitutes coercion. In agreement with 
the difficulty that this raises. Punch (1994, p.90) argues that the researcher should employ 
a professional code of ethics to guide such problematic social situations. This would place
Methodology •  Page -83-
responsibility on the researcher to consider what degree of consent is necessaty to cany
out the research and to understand that fieldwork is full of such negotiations. As he points
out:
. lh e ''lew o f fieldwork is definitely not a soft option, but rather represents a 
demanding craft that involves both coping with multiple negotiations and continually 
dealing with ethical dilemmas. (1994, p.85)
Lincoln and Guba (1985, p.255) see consent as a safeguard for the researcher to predict 
the risks and rationalise the effects on the participants. They consider that a clear research 
framework should provide the researcher with a starting point for antioiptino the 
necessary legal and ethical matters that they are likely to confront:
The negotiation o f consent is important in any enquiry for both legal and ethical 
reas°ns- b u y  is especially important when the enquiry is guided by the n afraiic* . 
paradigm. First, most contact in such a study w ill occur between a human instrument 
and the several correspondents, a circumstance that makes it more likely that the 
respondent will feel threatened.. It is much more difficult to relate intimate information 
to another human being than to a questionnaire. Second, because the human 
mstinment is open-ended and adaptable, it may be that case-sensitive information not 
entirely relevant to the enquiry is revealed, leaving both respondent and inquirer in an 
ethical dilemma. Third, the results o f a naturalistic inquiry are likely to be presented in 
case study form, in which individuals are not likely to be aggregated in a table with a 
large number o f respondents, but may be portrayed as individuals.
Hammersley and Atkinson (citing Barrett, 1974) consider how researchers achieve a 
framework that enables them to establish respectability. They conclude that openness and 
integrity are important in setting up and maintaining a trusting relationship.
3.7.2 Consent and the Research Project
Consent is a legalistic term, at home in the world of contracts and their breaches. Outside 
that world it has an in-built ambiguity, even in criminal law, as ‘rape cases’ frequently 
demonstrate. Outside of the world of the courts altogether, who knows what ‘consent’ in 
a church wedding ceremony may entail in later married life? In the shadowy world of 
compliant research, consent needs constant reassurance, constant re-visiting. What am I 
consenting to? Is a question that all researchers find dfficult because none of us can fully 
anticipate what might happen. Thus Hammersley and Atkinson are right in their insistence 
that consent is a continuous series of affirmations to which openness and integrity are vital
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and it is an interpretation to which I subscribe.
The objective of my research was to elicit a generalised student-view of the PGCE course
in order to counter-balance the systems-analysis approach that had been used in most
studies. That objective was relatively straightforward to convey to the student cohort. It
was attractive to them and, after some initial reservations concerning the possible
compromises which my own place within the staff of the programme might raise - and
which were countered by assurances on my part that (i) I would have no dealings in their
individual assessments, (ii) what they revealed would remain confidential between
themselves and myself whilst they were on the course, and (iii) that they would have the
power to check and authorise any written accounts that they supplied - they agreed,
except for some out of the initially contacted cohort who, for whatever reason, decided 
not to take part.
On the other hand, the ‘generalised student-view’ would be a distillation of individual case 
studies, implying that the responses of recognisably different human beings would be 
central to the investigation. The problem of consent in this respect was the extent to which 
each of these distinct human beings trusted me personally. Considering that there were rich 
and poor, male and female, young and mature, confident and hesitant, isolated and family- 
supported - and many of the rest of the characteristics which differentiate us all - it was 
hardly to be expected that the degree of initial and continued consent would be the same 
for all.
Two contrasting cases were Andrea Thorpe and Sandy Fowler. From our initial meetings 
Andrea was a worrier and rather wary of me. I wasn’t initially sure why she decided to 
take part in the study except that I sensed a level of insecurity in her decision making to 
become a teacher. Thus her nervousness stemmed from her career change and also her 
personal circumstances in moving and getting married. Sandy on the other hand was 
almost overwhelming in her openness and trust. She seemed to hold back very little about
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herself and in deciding to take part in the research, would ‘bare all’ in talking about her 
experience. This also was difficult to negotiate as there were times when I felt that she 
used our relationship to ‘off load’. In coping with such diversity I was aware that my 
management of the students’ consent would be a gradual process over time.
With Andrea, the starting point for our relationship was rather tense and uncomfortable. 
She initially came to our meetings ready and willing to talk about her experience but was 
more pedestrian in her comments and veiy cautious about what was said. I broached her 
experience initially through ‘small talk’ and taking interest in her points of conversation. 
The build up to the interview and establishing natural conversation had been suggested to 
me by Jennifer Nias whom I consulted early in my research. She stressed to me the 
importance of the researcher valuing the researched, which I held onto as the fieldwork 
progressed. As I listened to Andrea in our early interviews the emotion and uncertainty 
about her career change were apparent.
I was in a job where I wasn’t getting anywhere -  this was a conference organiser... I 
just felt that it was not a career...but at least I had a financial backdrop and some 
experience.
As our meetings began to fit a pattern Andrea began to relax and talk more openly about 
herself.
I am feeling absolutely shattered — you know all the feelings of depression And feeling 
sort of like low and feeling absolutely tired...I’m very restless and can’t quite get to 
grips with it.
As we approached the final stage of the research Andrea’s voice was far more prominent 
than in our early meetings.
I was absolutely petrified, I was so nervous beforehand and people kept saying to me - 
you ‘re alright - but I was shaking inside.
This was followed up on many occasions as I passed across transcripts for her to read. 
During the final stage, our relationship had established itself to a level where she clearly 
felt secure enough to raise issues but also knew she had control over consent and knew 
she could refiise if she felt uncertain.
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Sandy on the other hand was forceful in making herself known to me in our initial 
meetings. In respecting her forcefülness I did however need to find ways of extinguishing 
aspects of conversation in order to keep the flow of the discussion. I decided that initially I 
would let Sandy take the lead. Her openness and lack of worry was apparent in her early 
diary entries:
Loads ofworic but can’t face I - 1 left it all to Sunday and that was a mistake. Got to
school early and horrors o f honors had to plan for the whole hour’s lesson. I only had
a feehe bag activity. Quickly made up another one but not very good...possibly the 
worst day o f my life.
And in our meetings:
I couldn t be bothered with all their fiddling around and bits and pieces.. .they were all 
beginning to grate on me. I was just confiscating everything.
As the year went by there were points where Sandy tended to vent fiustrations but beneath
this there was reflective commentary on managing the day to day difficulties and coping 
with practice.
There was one boy in the class that I just didn’t like, I really disliked him he really 
annoyed me all the time.. I used to have to physically move him across the classroom 
because he would ignore everything that I said.
Prior to the final interview Sandy appeared to need some reassurance about her own level 
of control. This I found rather bizarre as she had always been so forthright. She did 
however need my reassurances that the final check would be under her control.
These cases indicate that in an investigation within the first of Pound’s two approaches, 
initial consent is not a ‘be all and end all’. Consent is a sustained ethical relationship of 
quasi-legal trust. I was at pains to remind students of clause 2.2 from the Institute’s Ethical 
Guidelines: ‘The researcher at all times should ensure that the subjects understand their 
nght to refuse to co-operate with the research.’ Ironically, it was not until the end of the 
empirical research that I discussed with the students the idea of formalising their consent. I 
drew up a simple consent form that each student signed, which formalised our agreement. 
As I began to finalise the draft of the thesis I wrote to all students in order to involve them
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in editing their own texts. This they did, and then moved on from the PGCE.
3.7.3 Deception
Deception and degrees of deception comprise the second issue raised by Punch. In 
considering what deception means in the context of research, he explores the importance 
of the researcher’s professional responsibility to ‘protect the subject’s interests which, he 
suggests, requires researchers to look within their field of expertise for ethical guidance.
This somewhat mild injunction needs considerable qualification. There is, for example, 
justifiable deception. This may range from the use of placebos in medical research to the 
adoption of a false identity in ethnographic research into anti-social groups. It may be the 
case that in such circumstances the field of expertise is the appropriate area for 
consultation but that usually takes the form of a set of criteria embedded within a number 
of principles or injunctions. Thus the problem of fitting the particular to the general arises. 
To regard this as a semi-automatic process is to run the risk of what Sartre called 
mauvaise foi — bad faith’. This is the notion of off-loading ethical considerations onto a 
convenient bureaucratic procedure or office. It is ‘bad faith’ because instead of meeting 
ethical concerns, as a researcher of integrity would, one simply deflects them onto 
something impersonal and trust between researcher and subject is crucially undermined.
There is also the issue of self-deception, again owing much to Sartre. How tough-minded 
is the researcher being with herself? Is she self-persuaded that there will not be any serious 
ethical issues simply because she wills that to be so? The one thing that is certain about 
doing research is that the friture cannot be accurately predicted. What might transpire - 
though unexpected - might have ethical repercussions. It is self-serving to suppose that in 
the event of whatever consequences might ensue, one will be blameless. One’s own 
‘innocent’ actions might invite misplaced trust by the subjects leading to later recrimination 
and destruction of trust.
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This last point leads onto the concept of a ‘sense’ of deception, a ‘feeling’ that one has
been, is being, or is likely to be duped. Any inquirer researching a group of people -
especially a vulnerable group such as a cohort of students undergoing a difficult and
testing programme - must face this possibility: that some people, sometimes, will be
suspicious, whether or not there is any independent evidence for them to be justified in
their fears. If the study aims at drawing perceptions from a group containing diverse
individuals, then an undispellable mist of uncertainty must cloak how individuals might 
react.
3.7.4 Deception and the Research Project
My research project does not involve deception in any legal sense of that term. My aims 
are such that they can be (and have been) made perfectly plain to both students and staff. I 
do not have to misrepresent myself or my methods.
Nevertheless, deception is an important ethical issue for me. For example, I encourage my 
respondents to write fully and frankly about their experiences. I assure them that I will not 
pass on information that I learn in this way, except to my supervisor. But suppose one or 
two tutors come in for heavy criticism from the students - criticism which, on the face of 
it, seems deserved? It is one thing to claim I would do nothing (itself an ethical stance, 
possibly indefensible), it is another to say I would refrain from informing my colleagues of 
the criticisms. Now, as a matter of fact (and record), I did refrain - and in this I was 
keeping faith with the students. On the other hand I was being two-faced in 
conversations with those self-same colleagues in keeping back what I had been told. This 
is the sort of ethical situation which it is impossible to resolve: a genuine dilemma.
The dilemma was a consequence of my position. I had insider knowledge of both students 
and staff (see also section 3.6). I decided to favour the students with open and empathy. 
With the staff I was polite but circumspect, doing my best to anticipate compromising 
conversations and situations, and avoid them. Some tutors were openly receptive to my
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study; other were more cautious, even evasive. The Programme Convener, however, was 
supportive I was careful to consult with her on matters that involved negotiation to ensure 
that my motives were not misunderstood. We arranged termly meetings as a means of 
updating her on the pragmatics of the research. While I was grateful for the opportunity to 
clarify practicalities, this was always a difficult forum to negotiate as data were 
confidential. Despite subtle pressure - 1 was asked indirectly many times about what issues 
the students were raising - I tried to keep our discussions at a fairly superficial level, 
answering within the realms and conventions of normal conversation. It would have been 
foolish of me not to acknowledge that we both had our agendas: mine was to be guarded 
in my remarks about students.
Because o f my role in the faculty I felt some measure o f responsibility to my woik and 
to tiying to work out some kind o f separation zone, but I am finding myself quickly 
frustrated. If I am asked where I stand on issues to do with OFSTED - is it my place to 
comment? If I make too many rules in either direction, am I being dishonest? At a 
practical level I find I can separate Programme issues - so no mention o f PGCE in 
normal circles. When I am asked, I will answer thoughtfully and cautiously, as it is 
important that I protect the students’ interests but also act with integrity (Research 
Diary-October, 1994)
For better or for worse, I had to side with the students. To them I showed this in the hard
work and speed with which I prepared their transcripts. They were always keen to know
what was being written down and as soon as they received them they checked and edited 
the texts.
Mandy Wallis
When I read the transcript I thought that it was great to read about me And I realised 
how I had developed and what affected m e... later I did begin to think about whether 
anyone would know that this was me (Comments received -September, 1995).
Geraldine Chambers
Here are the transcripts which I have checked through and put some comments in the 
text. I didn t get any riding in over the break for many reasons, a bit disappointing. 
Assignment took longer than I had envisaged. I handed it in for feedback then worried 
about i t ... finally leaving me with a week spare. I didn’t, however, manage to take the 
girls out once. Basically a bit wound up and tired. No time for family, and I don’t think 
I was easy to live with over the last tend days (Comments received - Easter, 1995)
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Sometimes students might have felt that I could have taken up issues where they were 
having problems with teachers or tutors on the programme. I steadfastly refrained from 
acting. It was difficult enough, ethically, to give nondescript answers to colleagues’ leading 
questions, but to have taken up causes on behalf of students would be, I considered, to 
have gone too far. An example on which I could have acted was the following:
Christopher Wilson
I felt that the content was too hard but wasn’t in a position where I could change 
things. My teacher suggested to use some more visual materials and more focus on one 
aspect - 1 was told to try and make things shorter and sharper ... Science in the 
afternoon again a ditch situation. I am finding it hard to balance what content is 
appropriate.
These kinds of situations marked an ethical boundary like fortresses on a political border. 
To have got involved individually with students’ problems would have jeopardised my 
position in the research and misinformed and changed the focus of the project.
The issue that I feared the most, however, was the rise of feelings of deception on the part 
of students towards me. It resonated continually with me partly, I suppose, because I had 
taken such care to be open and frank. I truly did not think there was anything that could 
correspond to evidence to justify such feelings. And yet I was confident that, from time to 
time, some students would harbour suspicions. Their individual circumstances were so 
different - in character, temperament, social and emotional support, and in the progress 
they were making - some must, at some time or other, see me just as a member of the 
establishment, holding a welter of information on them, and privy to official reports on 
how each of them was doing. It was a destructive feeling because it sapped my confidence.
I shall illustrate it from the example of the student (eventually excluded from the study) 
who insisted that I had stolen his school file. The allegation was so shocking that I 
couldn’t quite believe it was happening. I found myself confronted with a student who had 
not only failed the course but also felt somehow that I had been part of his situation. This 
was really upsetting for me, as not only was this a ridiculous accusation, as I had access to 
many student files in my day to day work, but worse, I felt saddened that he thought that I 
had let him down. I never heard whether the file materialised in any shape or form but by
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this stage along with other circumstances already explained it would have been impossible 
for this student to have been included in the sample. This example shows that although the 
substance of deception may be minimised by the researcher, the sense of deception on the 
part of the respondents is not so easily affected. We all project meaning and significance 
onto people, events and things, some of it rationally and publicly, some idiosyncratically 
and obscurely. In studies such as mine, researchers have to reckon with it and devise ways 
of dealing with it. Left untended, it can fester and contaminate the research.
3.7.5 Privacy and Confidentiality
Privacy is a fundamental ethical issue. To ‘invade’ privacy, or to force people to reveal
what they want to keep to themselves, is felt to be wrong. Such investigations have to be
legitimised. Even so, in the most extreme cases of formal legitimation, say in a criminal
court of law, defendants or witnesses have been prepared to take the consequences of
remaining silent on the grounds that they are morally, if not legally right in doing so. In
most challenges to privacy, however, there are no such legitimations, merely exercises of
power on the part of de facto authorities - fathers, husbands, bosses, schoolteachers -
against those in their dominion. Increasingly, such exercises of power are seen to be
abuses to be countered by the conferring of rights. In part, the Children Act is an example 
of this.
It is therefore undeniable that privacy is a key ethical concept. For naturalistic investigation 
where consent is sought from subjects, confidentiality and anonymity are usually offered 
by the researcher. This creates something of a problem for projects concerned with a 
relatively small number of personalised accounts for it could be dfficult to preserve 
anonymity in the face of determined efforts to identify the participants. The usual method 
of using fictitious names to identify the participants could founder on the need to provide 
non-fictitious background information, or even personal biography. It would be expected 
that participants could experience a degree of anxiety over what might be revealed, and 
anxiety which could make them soften and obfuscate what it was they had to say. It is not
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unknown either, for participants to use their ‘privileged’ position to unjustly criticise or 
even vilify named persons. In such cases, the researcher should be clear about the purposes 
of the investigation and what is and what is not material to the outcome.
Another issue concerns personality. Some people, although experiencing the same external 
conditions, are more reserved and circumspect in what they report. One person’s 
vehemence about a perceived shortcoming in the system under investigation might be 
equivalent to another’s more mildly expressed anger. How does one interpret ‘the data’? 
Others may be ‘resistant’ in the senses discussed by Pitt (1998). Where some respondents 
are notably reticent, should they be interviewed more persuasively?
This brings us to the effect of the researcher’s ‘presence’ (as styled by Ely et a l, 1991, 
p.223). What about the relationships between researcher and subjects? If the researcher 
has much in common with a subject in terms o£ say, age, sex, class, race, might one 
expect more candour, more depth, more ‘truth’? One of the most celebrated papers on this 
subject in recent years was written by Sparkes (1994). In the course of researching life 
history, he came to realise that there was such discrepancy between the lives of researcher 
and researched that he courted the strong risk of contaminated data. His ‘solution’ was to 
bring out into the dialogue his own life history in order to reduce - or, at least, understand 
better the potential distortion immanent in a white, male, heterosexual, ex-elite athlete 
physical educator interviewing a white, lesbian, ex-elite athlete physical educator. The 
researcher moved beyond giving voice, towards greater collaboration. The subject’s 
response was revealing:
It was an on-going concern really ... We had a very bizarre conversation because 
neither of us would say a word ... The reason that I didn’t come out to you there and 
then and save us an hour was to do with the power thing. If you had just been 
somebody at college, somebody from my peer group. I’d have said, “Well yes, I’m gay 
and this is the story” ... because of the power thing. You were an authoritative figure.
(Sparkes, 1994, p. 167)
Sometimes the discrepancy is too much stark to be overcome. White heterosexual 
detectives interviewing black gay witnesses are only violently extreme (though regrettably
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not uncommon) versions of much research that should never have been attempted).
3.7.6 Privacy and Confidentiality and the Research Project
With regard to the research project, I made it clear that accessing the students’ thoughts
about the programme was central. It was, therefore, essential that they should feel that
confidentiality was assured. However, since there was no way that I could ever prove to
them that I did not break their confidences, I strove, therefore, to establish trust as a kind
of interpersonal cement between us. At the same time, so that there would be no suspicion
that their individual views would be misrepresented, I made the swift return of typescripts
to them a major priority. Being individuals, some were more reassured than others:
John Harris
This stuff getting into the wrong hands worries me. As if  anyone were to find out that 
i f  s m e-I worry that I might be singled out.
At a pragmatic level, I was able to maintain discreet locations for our meetings; in some 
instances, at their request, I met students in their homes. In fact, far from taking the 
invitations to home visit as a sign of paranoia, I took them as signals of acceptance. Of 
course, it did not escape me that it involved a subtle reversal of roles: by agreeing to their 
requests, I was complying with their wishes for privacy.
Other students asked to meet outside the college environment. One, Christopher Wilson, 
experienced difficulties on the course. Indeed, towards the end of his final practice he 
found that he had failed. Understandably he did not want to return to the college to be 
interviewed. Our meetings, therefore, were conducted in an inner city cafe where we spent 
a number of afternoons talking about his experience. This location proved to be the most 
suitable as Christopher felt uncomfortable also at home - his fiancée was on a teaching 
course too, and there were tensions around the hearth. Failure, for Christopher, meant that 
many areas of his life were thrown into flux and uncertainty.
Methodology •  Page -94-
Christopher Wilson
I’m worried, very worried ... as now things aren’t working out. I feel like I have let 
everyone down, and at the moment I’m unsure o f what to do.
Since, in a sense, I did want to invade their privacy, I had to do all I could to respect
confidentiality and preserve anonymity. Of the three issues cited by Ely et a l, it was the
last two which caused me most difficulty: (i) the effects of the researcher’s presence and
(ii) the degree of involvement of the participants. To the general public it might seem that
schoolteachers are drawn from a narrow band of society, but close-up it is the differences
that dominate, as the following two extracts (chosen virtually at random) demonstrate: 
Anita Graham
Celebrated the weekend and promptly got shit-faced! Consequently spent most of 
Sunday chucking up! Had a barbecue at Dave and Janet’s and had a great time once I 
had eaten something (and kept it down).
Vicky Dennis
I feel I am ignoring my family to cope with college. I had to miss another lecture today 
as childcare collapsed. I had to leave Amy alone p.m. Amy is too old for play schemes 
and too young to be left all day.
I want to illustrate the difficulties with (i) and (ii) through two contrasting students:
Jane Taylor was a student who I realised early on was a person that I would naturally get 
along with.
Met (Jane) today for the first time. A person who I felt I could get along with-she is 
easy going, friendly and relaxed. (Research Diaiy-September 1994)
Part of the affinity we shared was a passion and determination for quite different things but 
as people we expressed a positivity and eagerness to do well.
Jane Taylor
I think that the big thing was to admit it because I had been so ambitious and 
everybody around me saw Jane doing well.
I therefore sensed early on that Jane would be open and as we talked this was apparent.
I think that I am very thorough, very honest and open, also I think I am very 
unpatronising .. .that’s how I want to be.
There was ease and flow that easily fitted a pattern. As time went by, Jane was thoughtful
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about how she saw our relationship and during the Easter break I was invited to her flat to 
conduct the interview. It was over coffee that there was an opportunity to consider her 
involvement.
At first I think that I was worried about the overall work demands o f doing all this.. I 
suppose everyone thinks twice before getting involved.. I am glad that I am ....It is 
quite shocking when you read the scripts.. I sound so unconfident it has however been 
fairly relaxing to talk - time to think! I also feel that it takes confidence to share this 
with you-telling you what I feel.
This was satisfying for me but also there were concerns about my presence and the effects 
that I might have on the participants. Although I didn’t want to ask, I did feel the need to 
talk about this, broaching the subject careful with Jane so as not to offend, betray or create 
an atmosphere of distrust. I was pleased that questions could be asked freely, and Jane was 
encouraged that I should have such concern for her.
Getting Andrew Mullan’s involvement was far more problematic as, although he had 
joined the research, his degree of involvement was far more guarded. This seemed to stem 
from the anxiousness he had about his own education and the decision to enter teacher 
education after being made redundant.
I was made redundant two years ago roughly and that’s when I thought about teaching.
Having not been made redundant I may not have thought about it.
The diary entries were staccato and descriptive.
In school today. It was a good day, things are feeling better. Did some more work also 
on my art work.
There was however some change to Andrew’s involvement once I had visited him in 
school. The encounter provided some social opportunities to look beyond the surface and 
get to know the person. He had veiy strong views about how he saw himself in the 
classroom and perceived initially that the teacher was a controlling force. As I gauged my 
comfort level with him I began to realise that he was a little wary of me and how I was 
responding. Was I consistent? What did I think about? As we met around the college 
buildings I realised that I was being ‘sounded out’. I decided I would take time, if I could, 
to address my obvious effect on his involvement. What could I say or do that would
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change the circumstances between us? After offering to meet to address the problem of 
building our relationship, I realised that I needed to step back and give him more space as 
this appeared to be important for him. This was never raised between us but was signalled 
in his greater involvement and trust in me that came through during our interviews.
I don’t know, I had this steely exterior more than I thought - 1 picked up on this cos a 
lot o f parents came in and I sort o f spoke to the class teacher....! also got I love you 
cards... I was really shocked.
3.7.7 Trust and Betrayal
The formal notions of trust and betrayal open up the research process for scrutiny. Has the 
research been conducted fairly? Do the outcomes represent the experiences of those 
studied? Ely et al consider the concept of trust within qualitative research, concluding that 
‘trustworthiness is, thus, more than a set of procedures. To my mind, it is a personal 
belief.’ On this, I would comment that there must be trust in both directions. The trust 
must be mutual. What makes the process asymmetrical is that the onus is on the 
researcher: It is she who must work at the conditions for mutual trust, not the subject.
The realisation that one has been betrayed breaks one’s trust. Identification of gang- 
members as in the case of an informer, or disclosure of information, such as happened in 
the Report of the Lawrence Inquiry, can both be construed as betrayal by those named, 
even though in the first case the act was deliberate while in the second it was accidental.
Those, however, are dramatic examples. Trust can be weakened to the point at which it 
disintegrates, through carelessness, lack of organisation, signs of incompetence on the part 
of the researcher. All these can give the subjects reason to believe not only that what they 
have contributed is not valued but that they themselves are not respected. Why, then, 
should they co-operate?
Good relationships, while not being a sufficient condition of good research, are probably 
necessary conditions. They indicate an atmosphere of trust, one in which less will be
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withheld or deliberately distorted than otherwise. But as has been pointed out several 
times already, all subjects are distinct individuals, and the strength of their trust will vary 
from one to another, indeed, will vary across time with each one. Faced with this 
inevitability, the researcher must ensure that the whole research process is one which has 
nothing to fear from scrutiny.
Peshkin (1994) enjoins researchers to present their research in such a way as to reveal the 
complexity of the deliberations that lead to their conclusions. Anderson (1994) agrees: the 
production of honest accounts needs the accompaniment of the processes and checks by 
which they were achieved. For Ely et al. (1993, p. 219) trust and fairness are hallmarks of 
the qualitative researcher.
3.7.8 Trust and Betrayal and the Research Project
In what ways did this research address trustworthiness? Initially this took the form of 
clarifying procedural guidance for, as a Higher Degree student inexperienced in the field of 
research, it was important for me to access the appropriate ethical guidance. Secondly, I 
was determined to create a pathway through the research by which I should be able to 
trace chains of decision-making and later reveal and justify them; the research diaiy played 
this role. And thirdly, in order to monitor the investigation I encouraged active 
participation by the students during the year of the empirical investigation. I felt that their 
contribution, alongside the continual scrutiny of my supervisor and my Director of Studies, 
helped to keep the whole investigation in focus and to maintain an atmosphere of 
trustworthiness.
From the outset, I tried to reference my investigation to public bodies. I consulted the 
ethical guidelines of the British Educational Research Association and submitted 
applications (successfully) to the Institutes Ethics Committee. Schools visited for the 
purpose of observation of the students at work completed and returned forms, giving me 
access to classroom. I spoke to all the headteachers about what I was doing and took care
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to ensure that class teachers did not misunderstand the nature and purpose of my presence 
in the classroom. In similar vein, I consulted the Programme Convener of the PGCE and 
individual members of staff about access to their lecturers, and made my motives clear to 
school experience supervisors.
Nevertheless, there was suspicion about what I was doing and its consequences, intended 
and otherwise. An impending OFSTED inspection did not help. Inevitably there were 
some pockets of resistance. Those colleagues I could not win over to my cause eventually 
co-operated in a formal manner, with various degrees of enthusiasm. Once the year of 
empirical investigation was over, their attention to me ceased. Only the Programme 
Convener, and one or two friendly colleagues, continued to take an interest.
In regard to the students, all was not plain sailing. I referred earlier to the idea that a sense 
of betrayal or deception did not need objective evidence for it to affect behaviour. If 
someone thought it was so. Then it was so for that person. This was a circumstance I 
came near to with only one student.
After speaking to [my supervisor] today about excluding [the student] from my sample 
I feel gutted about what has happened...! do however feel that I have been open and 
responsible in considering his needs throughout our relationship and feel that I 
couldn’t have any more to change things. (Research Diaiy-July, 1995)
3.7.9 Conclusions
Martin Hammersley’s ‘The Researcher Exposed’ (1984, p.57) raises another, related 
issue: of protectiveness towards respondents in their situation.
The veiy process o f gaining and maintaining access also pushed me in the direction o f - 
sympathy for the teachers: one cannot constantly present an image o f agreement, 
friendliness and understanding without strong pressures towards experiencing such 
feelings.
This has echoes in my own case, as this extract from my 1994 Diary illustrates:
As I interview the students I am aware that there lies a conflict between the research 
and my own loyalties and respect for individuals ... I feel like an angel sits on one 
shoulder and a devil sits on the other ... I am eager to pursue my research interests
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[out] this is held in balance with my respect for them as people who are voluntarily 
participating in the study (Research Diaiy-December, 1994).
Only, it goes further, because here Hammersley is speaking of bias towards the 
respondents - in my case, towards the students. That could be contaminating.
3.8 Judgement Criteria
Two issues are crucial in trying to minimise the risks of distortion in representing the views 
of my individual respondents in what is necessarily a consolidated report: (i) data 
collection and (ii) interpretation.
(i) Data Collection
In collecting data over the course of an academic year, I needed to take care that each 
phase built on earlier stages of the inquiry and was in some sense consistent with them. 
There are limits to what a researcher can do in this regard. Certain things are beyond my 
control, such as the fluctuating lives and sense of well-being of the students, which may 
cause them to view similar events, such as adverse criticism of written work or teaching 
practice, in a different light. This is inescapable because the meaning they attach to the 
judgements of tutors changes over time.
One example would be the gradual realisation that assessments by a particular tutor had 
built-in encouragement at the start of teaching practice when the tutor considered them 
lacking in experience, but that as the year moved on, the element of encouragement 
lessened. The tutor, that is to say, assessed them in relation to his/her own internal 
expectations of progress. Students could differ widely in their degrees of insight in this 
regard, some developing a falsely comfortable estimation of their capabilities, which served 
them badly when the screws were later tightened. Another example - very common - 
related to the suitability, for them, of their first school placement. Some students could 
take this into account in their self-assessment better than others. ‘Difficult’ or ‘easy’ 
placements, and what students make of them, are phenomena which can seriously affect 
data.
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If I just relied on collecting views at certain points in the year, the results would be 
seriously compromised. This is where the idea of the continuous journal and continual 
meetings with all the students individually would be of great benefit. Both diaries and 
interviews would help in later interpretation.
Motives for wanting to teach and the state of understanding of teachers’ work constituted 
early subjects for discussion, out of which the more personalised reflections about 
particular themes and topics would arise.
Alongside this approach, observational field notes, documentary evidence in the form of 
tutors’ reports, and the students’ teaching practice files and college work files gave 
different perspectives. It would have been foolish to have had confidence in just one or 
two sources of data - each method has its imperfections - but by relating the different 
sources, the themes which emerged, showing up in different places, seemed more 
grounded. In the course of the year, one other perspective seemed important to introduce: 
personal visits to teaching practice in order to check out the veracity of (possibly 
conflicting) supervisor and student assessment and to gain better understanding of those 
parts of the diaries which dwelt on relationships with classroom teachers. In the final 
stages of the research, it seemed important to seek general responses which could be 
collated by a questionnaire. This, again, could be related to earlier, more particular 
sources.
(ii) Interpretation
Interpretation of the data would begin with initial coding of words, phrases and ideas 
would allow me to mark and identify common ideas, and enable me to note variations. 
These would then be put into sequences in order to construct contextual pictures which, as 
Patton (1990) records, sought to illustrate the experiences of the students.
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It was tempting to believe that common themes would stack up in the manner of votes for 
different candidates, the job of the researcher having something in common with an 
election teller. In feet it has more in common with a resident political analyst, seeking to 
interpret the data. Indeed, it is more complicated, for at least the political pundit starts with 
relatively unambiguous data - the votes - whereas the qualitative researcher has to wrestle 
with such conundrums as ‘Can different forms of words unambiguously refer to the same 
kind of experience?’ Whereas the researcher has, somewhat uncomfortably, to live with a 
positivist answer however reluctantly given, she knows that such a view is strongly 
contested by commentators such as Derrida.
Nevertheless, to get anywhere, some assumptions are needed, and if one student finds that 
a teaching practice school is on the opposite side of London - say, London Airport - from 
where she lives - in say. Belvedere, while her friend who lives near the airport is sent to 
Belvedere; and where the schools and classes are similar, it seems a reasonable inference 
that there is something half-cocked about the teaching practice organisation. If several 
such irritations are expressed, then it is at least defensible to label teaching practice 
organisation as a common theme. The point could be multiplied. Sharp ‘subject framing’ 
by discrete curriculum specialists who seldom planned their work with other curriculum 
specialists was another such common theme which appeared in a number of guises.
Again, multiple perspectives help. Theoretical analyses of schooling traditionally pick out 
such themes as aims, knowledge, pedagogy, methodology, organisation, ethos, and so on; 
indeed, it is difficult to discuss the idea of school-teaching without reference to such 
concepts. When the students’ accounts throw up what the literature traditionally deals 
with, and when similar themes are used by official inspection teams, the researcher can 
have some measure of confidence in using them.
Of course, the point mentioned earlier, of whether individual students’ views are really 
about such matters or actually have more reference to a personality clash in college, school
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or home is something which has to be resolved by first order analysis - is this passage 
really about this, or is there another agenda? Such first order analysis is a natural 
component of the frequent individual interviews, another illustration of how a continuous 
research process can help to mitigate corruption of data.
In drawing general conclusions, too, one has to be aware that this is one cohort with one
particular set of tutors in a politically significant, possibly unusual year in Teacher Training
in England and Wales. To what extent is one justified in coming to conclusions which are
more than parochial? One has only to ask such a question to see how vulnerable one is as a 
qualitative researcher.
Nevertheless there are benefits in such work, denied to the solely quantitative researcher.
The wealth of detail, the personalities of the students, the tangible presence of lived
experience - all provide ‘thick’ interpretable data, which comes complete with views,
prejudices, insights and a rawness of life. Qualitative research of this type questions current
practice rather than offers answers. It says, in effect, if you want to turn us into good first
appointment teachers, then start by treating us as adults who have to fit the training into 
our own lives.
That is, I think, the way that I have approached the study. I am sure I will not manage to 
squeeze the juice out of all that recorded experience. I very much hope to return to all my 
students at a later date, say ten years’ time. Meantime, I have endeavoured to ‘read’ the 
experience I have managed to collect and, that is what I want my readers to do to my 
work in turn.
3.9 Descriptive Stages of Data Collection and Analysis
In the early stages of the research the interview responses were collected together with 
documentary evidence concerning the students' motives for wanting to teach and their 
personal understanding of teachers work. The interviews generated the themes for
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discussion in connection with the diaries and shed light on particular themes and topics 
important to the students. These were matched with observational field notes and 
documentary evidence in the form of tutor reports and the students’ own documentation 
of their practice. Individually it would have been difficult to have confidence in just one 
source of data and in its own way each method of data collection is imperfect. By relating 
the different sources of data to identify themes it was possible to see more clearly the 
different layers of experience and have confidence in reading the data set. In the final 
stages of the research general responses were sought and collated by a questionnaire 
which provide a summary of the issues raised across the programme.
Although I had carefully planned the fieldwork anticipating how the data sources would 
interconnect, the pragmatism of carrying out and making judgements whilst researching 
was a harsh reality. I was unsure at first about this admittance, as I had persuaded myself 
that I could somehow peer into the student’s world. I soon realised that my decisions and 
judgements were central to the research process and I needed to be clear about what 
judgements I would take and why I would take them. For this reason I recorded my 
reasons in the research diary as I found it almost impossible to keep track on my ongoing 
thinking and as I took the lead from the students. The sheer difficulty of managing the 
many aspects of the research at times was exhausting and as I prepared myself I tried to 
keep issues of consistency in mind imposing structures such as time frames to help me. As 
I collected the data and conducted my ongoing analysis I wanted to be clear about the 
basis of selection of themes. As I read, re-read the diaries, transcripts, observations and 
documents I carefully sorted and coded the data. Reducing the bulk of data meant that I 
had to impose selectivity and I was unsure whether I should concentrate on specifying 
more or fewer themes. I began to see that my selection could shift my research in different 
directions. This forced me to step back and reconsider what aspects of the data 
interconnected to show a picture of the students’ experience.
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The analysis therefore involved me interpreting the data and grouping it into meaningful 
clusters. I first coded words, phrases, and ideas that appeared to be significant. In doing so 
I forced myself to step back and question my own views to ensure that I had captured the 
students’ experience and taken into account my own judgements (Glaser and Strauss, 
1967). The initial coding produced long lists of words and phrases from each student’s 
data. I then grouped the common ideas and looked carefully at the variant responses. 
These were then put into sequences to construct a contextual picture - an illustration of the 
experience but not the essence (Patton, 1990). From these sequences themes were 
identified which translated into ideas, general statements or principles. It was then possible 
to develop a picture of the whole experience. The data analysis through these four stages 
was a continuous ongoing process, beginning with preliminary analysis and moving toward 
clustering (Pressle, 1991). I carefully planned the four stages of the research so that I 
could be clear about the construction of the analysis and understand the relationships 
between individual students as well as maintaining each individual’s uniqueness (Denzin, 
1989; Noblit and Hare, 1988).
Initially I had concerns about what comments would be taken on face-value. In reading 
and re-reading transcripts and diaries I was better able to exercise judgement over what 
had been said and determine where the students’ comments had been a reaction to my 
response in the interview rather than what they had really experienced. The matching of 
the transcriptions and diaries in this way produced a two-dimensional picture from which I 
could make more accurate judgements concerning what had been said. As I became more 
famihar with the content and the context of the PGCE programme, and as the relationships 
with the students developed, the structure of the interview questions became more fluid. 
Also as the students relaxed, their diary writing became more fluent and detailed. In 
considering the researcher’s judgements during analysis Hammersley (1984, p.61) raises 
issues of methodological rigour:
There are differences in view over the degree to which the analysis must be explicitly
grounded in and checked out against the data. Often for those who stress ‘news value’
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a lower emphasis is played on methodological rigor, sometimes to the point where the 
area of legitimate analysis is reduced considerably.
At each stage I collated the information and made detailed notes to guide the next stage of 
the inquiry. I was aware that I had a clear purpose for the research and in considering my 
analysis I would also need to take into account the students’ broader perspectives in order 
to capture the variety of influences shaping their experience. I also recognised the 
importance of remaining flexible to change as when the students re-read the transcripts 
there were some contradictions between what they read and the perception they had. Nias 
and Apinwall (1995, p.206) consider this in their account titled Composing a Life:
Insight emerging from the original conversations was reinforced by reading 
transcripts. This led Sarah to reconsider the aspect o f herself and to the point o f 
acknowledging that her habitual belief that she lacked self confidence, ‘underneath I 
probably am fairly secure and sure. ’
The reading and reflection on transcripts often clarified the students’ thinking and enabled 
me to make better sense of and understand the student experience.
Anna Proctor
Reading through the transcripts was quite a pleasant experience - su rp risin gly . I 
expected to cringe but instead it was nice to reflect on and clarify my learning. I also 
recognise where perhaps I have over reacted for whatever reason and somehow things 
seem more in perspective now.
Andrea Thorpe
Being able to read the transcripts was veiy interesting as I could see my development, 
particularly in the area o f confidence. The changes made aren’t major but just account 
for the tiredness I felt at times when I wasn’t really thinking straight.
Geraldine Chambers
It seems odd reading what you have said. It doesn’t always reflect what you think 
because you think you’ve said all you thought, but obviously when I read it I hadn’t 
always included eveiything I wanted to. I therefore had things that I wanted to say 
which I have added.
The clarification of the students’ accounts was important to the coherence of the research, 
as I was better able to understand the students’ stories. The final analysis occurred when 
the fieldwork was completed. Each case was separately analysed for emerging patterns 
and themes from the multiple layers of evidence. The complexity of the data posed a
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M O C inumber of difficultly vunvëiimig nguiuus cross checiong of the data set. I decided to
supplement the analysis with the use of the software package (NUD*IST™)
Nonnumerical, Unstructured, Data, Indexing, Searching and Theorising. In the initial
stages of the analysis I coded the categories which Richards and Richards (1994)
recommend as being the starting point from which the first generation of data categories
emerge. Bogdan and Taylor, (1975) maintain that in the first generation of categories,
even the simplest descriptors frame the decisions about the data set-setting limits on which
questions are being asked, which concepts emerge or which ideas are being explored. The
architecture of NUD*IST provided a code-and-retrieve facility with a document system
which could hold textual information concerning each document. Accessing the different
range of documents was possible through a document conversion. The indexing system in
the package allowed me to explore the different patterns through grouping units of text.
Using the computer in this way removed some of the constraints concerning organising
and sorting large amounts of data. It also helped me make rigorous checks on the different
data. (Wolfe, 1992, p.293) draws attention to the need for discipline in working with data 
as:
[It can easily be] miscoded and mislabelled, mislinked and mislaid.
The software permitted me to organise and manage large amounts of data rather than 
being constrained by the different size of documents (Kelle, 1995).15 The visual display of 
conceptual diagrams provided flexibility in seeing and reading the data. The main 
disadvantage of NUD*IST was that it grouped the data hierarchically which meant some 
data was placed above other data rather than equivalently, which could have compromised 
the quality of the analysis (Higgins, Ford and Oberski, 1996, p.22).16 I therefore used the 
software essentially as a means of project management to ensure access across the data set 
and to support both textual and conceptual levels of analysis. In order not to be 
constrained by the design of the package I supplemented the sorting manually in order to 
cross check the patterns. Each case comprised an account of the PGCE year through 
interview, diaiy, observation, documentary evidence and questionnaire. Each case was 
discussed in relation to the student’s experience of the course.
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The different types of data offering the students’ experiences of their learning were 
reviewed and individual themes were grouped into thematic categories. The different 
descriptive labels from each student’s experience were grouped to form the first layer 
through coding words, phrases, and ideas which appeared to be notable. Initial coding 
produced lists of words and phrases from which common ideas and differences were 
grouped or classified to form a sequence. The similarities and differences between each 
student were noted. Despite obvious differences, common patterns emerged but the 
tension between themes was also noted. As links between themes began to develop they 
were clustered into a second layer of themes and relevant sub-themes which translated into 
statements or principles. The different data sources were compared and themes from 
diaries, interviews, field notes and documentary evidence were categorised and reduced to 
core themes. At each stage of the research the students checked the data and endorsed that 
stage of the research. The themes focused firstly on the school dimension which was 
represented through the sub-themes of (i) preparation, (ii) the class teachers and iii) the 
school culture. The second theme focused on the students’ perspectives represented 
through the sub-themes of (i) personal being, (ii) identifying as teachers and (iii) 
developing professional skills and attitudes. The third theme considered reconciling 
perspectives represented through the sub-themes of (i) the college, (ii) government 
pressures and (iii) understanding and coping with the programme. The themes from each 
of the seventeen student teachers formed patterns from which the emerging explanation 
and links are developed.
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Endnotes
See Creswell, J. (1994). Qualitative and Quantitative Approaches. London. Sage.
2 Robert K. Yin's book provides a very extensive explanation of Case Study Method.
Nel Noddings’ work is a considerable contribution to the work on teacher narrative.
4 From the beginning of the research I was very aware of my role and kept a check on my 
interactions with the student teachers. I made notes before and after sessions to keep account of my 
thoughts and assumptions.
5 See BERA. (1992). Ethical Guidelines For Educational Research. London: BERA
I collated the data from the first two stages of the research in a spiral bound booklet for the 
students to take away over the Christmas break I called this the ‘The S tory So For’-all the student 
teachers happily commented and corrected transcripts which were handed back.
71 based &G outline design of my questionnaire on a framework created by James Sears who 
researched a number of teacher education programmes at Indiana University.
The group interview device worked nicely as an icebreaker and provided a more relaxed 
environment in which to start the research. I also felt that individual interviews would have been too 
intense in the initial stage of the research.
I always prepared myself thoroughly for the interviews, as they demanded careful management of 
the issues and tracking of students’ shifts from theme to theme.
10 Working in a semi-structured way also meant the interview incorporated the necessary flexibility 
for capturing the experience.
11 A11 ofthc students willingly took away material and added their comments in order to validate 
their perspectives. I amended the transcripts in fight of the comments made (see Anike Carter’s 
transcripts (see appendix, p. 38).
12 The shift from a journal to diary was significant in ensuring that the research tool fitted 
appropriately within the research design.
The data collection phase of the research was extremely demanding as I was continually checking 
my own perspective in order to ensure consistency within my approach.
The student concerned had placed me in a difficult position and I really felt that the inclusion of 
his case was not consistent with the other students hence his exclusion from the research.
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Kelle, U. (Ed.), (1995). Computer Aided Qualitative Analysis: Theory, Methods and 
Practices. London: Sage. This gives an excellent review of computer based qualitative analysis.
See Higgins, S., Ford, K., and Oberski, I. (1996). Computer-aided qualitative analysis of 
interview data: some recommendations for collaborative working. Paper presented at the 
British Educational Research Association, September Lancaster University. A reflective paper 
about the potential pitfells of using computer-aided packages. The appendix of this paper is really 
useful as it contains extensive information on web sites.
Methodology •  Page -110-
Chapter 4
4. B E G IN N IN G  O F  T H E  S T U D E N T  T E A C H IN G  E X P E R IE N C E ____________________________ 112
4.1  In t r o d u c t io n .................................................................................................................................................................112
4 .2  T h e  Se t t in g .....................................................................................................................................................................112
4.3  T h e  St u d e n t s ’ M o t iv a t io n s .................................................................................................................................116
4.3.1 Comments:..................................................................................................................................118
4 .4  Ge ttin g  St a r t e d .......................................................................................................................................................... 119
4.4.1 Starting Curriculum Courses....................................................................................................120
4.4.2 Comments................................................................................................................................... 122
4 .5  M a k ing  Co n t a c t  w ith  Pr a c t ic e ..........................................................................................................................123
4.5.1 Starting Practice........................................................................................................................ 124
4.5.2 Comments................................................................................................................................... 126
4 .6  D evelo pin g  a  P r o fessio n a l  D ia l o g u e ................................................ ;........................................................... 126
4.6.1 Comments................................................................................................................................... 131
4 .7  M e a su r em en t  o f  P r o fessio n a l  C o m p e t e n c e .............................................................................................. 132
4.7.1 Comments................................................................................................................................... 133
4 .8  D o in g  t h e  B lo c k . ..........................................................................................................................................................134
4.8.1 Comments  .......................................................................................................................138
4 .9  T h e  Co u n t d o w n  t o  C h r ist m a s ............................................................................................................................ 139
4.9.1 Comments..................................  141
Beginning of the Student Teaching Experience •  Page -111-
4. Beginning of the Student Teaching Experience
4.1 Introduction
The PGCE year is the beginning of the students’ professional journey where the realities of 
the job of teaching begin and where the habits of professional reflectiveness ought 
according to Zeichner (1994, p. 2) to be learned:
Probably the most important thing we can do in pre-service teacher education is to help 
student teachers develop the capacity to study their practice and learn from their 
experience.
While teacher educators want professional training that values the individual there is 
increasing pressure in higher education to reduce teacher learning to a process of overt and 
quantifiable elements. One of the student teachers spoke openly about her professional 
aspirations and related them to her image of teachers’ work:
Anna Proctor
Being a teacher is about questioning who you are as well as what you do. On teaching 
practice you suddenly begin to realise it's the decisions you make, but it's more than 
that. It's about how you do it and what you feel happy with.
4.2 The Setting
Any one year training route is extremely intensive as the thirty six week programme 
requires several tasks of the students: understanding the theory that underpins their 
professional practice, developing basic teaching skills, acquiring professional attitudes and 
values, and beginning the process of becoming aware of their own classroom practice. The 
PGCE in the institution where the research is based provides initial professional education 
of teachers within the lower or upper Primary age phases. The philosophy of the course 
seeks to broaden student teachers’ professional qualities through reflection on personal 
and professional development.
The programme operates across three twelve week terms (Autumn, Spring, Summer). In 
response to the changing climate in ITE the Faculty has worked towards a range of
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partnership initiatives, where school-based models of partnership feature across all ITE 
courses. The PGCE programme design in the early 1990s anticipated the trend towards a 
school based ITE and the strengthening of subject expertise in the primary school (CATE, 
14/93, 10/97) and the framework for partnership is grounded in a shared vision of a 
student teacher as one who is a:
Knowledgeable, competent, rigorous, reflective, caring and sensitive practitioner.
(Institute Self-Assessment Report for the purpose o f OFSTED, 1995)
The programme prides itself on being flexible enough to respond to students’ needs and 
the changing requirements of schools and the DfEE. In essence the Faculty summarises its 
mission statement as one which:
[Aims] for academic excellence and seeks, through the encouragement of critical 
study and collaborative enquiry, to empower individuals o f all ages and backgrounds to 
reach their full potential in a learner-centred environment [The Faculty] pledges itself 
to continuous self-critical review o f standards and services in order to assure delivery of 
a learning experience o f the highest quality.
As in many other one year PGCE programmes this has concentrated periods of college 
based courses with two school based components.
Student teachers begin the first term of their year in school. The programme demands a 
two week initial observational period in a school of their choice which is designed to 
provide a practice based component before beginning the programme. The students 
undertake observational tasks and familiarise themselves with the structure and function of 
a State Primary school (see appendix, p. 1-8). The start of the college programme involves 
an intensive range of courses in curriculum subjects combined with their pedagogical 
applications. The students explore Educational Issues (which is a core-strand throughout 
the year in their core tutor group) and also spend time in school with three one day 
preliminary observation visits before beginning the first school practice. The purpose of the 
visits is to enable students to try out things they have discussed in institute based courses, 
carry out course work tasks and build relationships with children prior to the Block School 
Experience (BSE). The 28 day BSE involves sustained periods of work in the classroom 
where students are expected to begin organising learning for small groups of children, then
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progressing to management of the class for limited periods of time. Within their time in 
school students are also expected to carry out specific curriculum tasks for the various 
courses as well as documenting carefully the activities that they teach. These records and 
developing evidence of their practice encourage students to reflect on the activities and 
approaches they have used.
The second term of the PGCE is devoted to developing the students’ knowledge through 
a personal research project on a particular curriculum specialism. The students also 
continue with their core and foundation courses during this time as well as spending one 
day a week in school which is the lead up to the second BSE.
The final term of the PGCE consists mainly of the second and final nine week practice 
with weeks either side for theoretical input. The students spend a total of 83 days in school 
across the year.
There are two key components of the course that relate to the acquisition of professional 
competence: the acquisition of subject knowledge and skills, and the application of 
pedagogy to practice. These components are tracked through a Profile of Professional 
Development (PPD) which the students keep for the PGCE year, (see appendix, p.23-34). 
The core of the competence criteria links the course objectives with the school based 
elements. The current PPD covers most of the pedagogic competences recommended in 
the DfE Circular 14/93 and is a checklist of students’ successful completion of the 
programme’s objectives. What appears to be missing from the competence framework is 
the consideration of what the students bring to their learning, the personal elements which 
are the raw materials students bring which form the basis for their teacher learning which 
Zeichner (1994, p.23) reminds us of when he notes:
No matter what we do in our pre-service teacher education programs and no matter
how well we do it, at best we can only prepare teachers to begin teaching.
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Critical reflection embodies a more holistic notion of the teacher and tacitly recognises the 
unpredictability of the contexts in which teachers work. Students who are aware of the 
complexity of the classroom and what they contribute to it can move forwards and 
improve as professionals. The recognition of a more rounded teacher is central to this 
notion, where ITE moves beyond classroom performance to place more importance on the 
wider conception of teachers’ work.
The application stage to any course is the first commitment potential teacher candidates 
make to teacher education. It is also the institution's opportunity to select the right calibre 
of candidates for their courses. As the PGCE is compressed into one year, it tends to 
attract a spectrum of candidates. Some enter directly from undergraduate courses but 
others come with a wealth of experience from alternative careers. Motives for wanting to 
teach vary, but are in general based on applicants' own experiences of schooling and 
education. Lortie (1975) observed that students entering ITE have a clear conception of 
what teachers do.1 The motives for wanting to teach and reflection on their initial learning 
experiences are carefully considered as part of the initial interview protocol.
The selection process for the Pnmaiy PGCE involves a two stage interview: an individual 
interview to establish each individual candidate’s, interest, motivation, experience and 
contributions and a group interview to stimulate the educational debate and to see how the 
candidate interacts within a group. On this basis selection is made and the successful 
students are invited to enter the course (see appendix, p.92-93). As detailed in Chapter 
Three, the student sample was self-selected and those who agreed to participate in the 
research were very much aware of their journey to teacher education as entry at post 
graduate level demands maturity and self awareness. During these early stages of the 
research I wanted to access the student teachers’ beginnings. What did they really think 
and feel about teaching? From what basis did they make their judgements? I was aware 
that I would need to establish a trusting research relationship so the students would talk to 
me freely and openly about their own education and what they really thought and felt
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about it. Their journey to l i t  would open the door to their own educational background 
and catalogue experiences and decision making which verified their career choices.
The next section is composed of group interview extracts and excerpts from the student 
teachers’ application forms. The themes generated are discussed in the light of links the 
student teachers make with their own experiences and expectations of schooling and 
education. A number of examples of the student teachers’ views have been selected to 
illustrate each theme.
4.3 The Students’ Motivations
The journey to teacher education for many student teachers is not clear cut. Connecting 
the students memories of their own education and learning did seem to be important in 
them arriving at their career choice. Nearly all the student teachers involved in the research 
had gone through a process of imagining themselves as teachers or had been influenced by 
other peoples comments concerning their suitability to teaching as a possible career path. 
Projecting this teacher image had therefore influenced their career choice as they believed 
they were suited to the job. In all cases the students used prior knowledge of their own 
education to predict their ideal teacher image. In this sense the students’ personal 
experiences lent clues to their professional aspirations and what they understood teaching 
to be. This was apparent during the first round of interviews when the students talked 
openly about their own education and schooling which was revealing in that it illustrated 
their starting perceptions on entry to the PGCE. From the seventeen accounts, of these 
beginnings I have selected two very different perspectives and journeys to teacher 
education in order to portray the diversity within the sample. The first is that of Mandy 
Wallis and it begins with commentaiy on her own learning and education:
I was spoon-fed at school. We did well in ‘O’ levels and ‘A’ levels, it was that kind of 
school. Then when I went to university - it was quite a shock to the system to start 
thinking.
University education had been very liberating for Mandy. She began experimenting with 
her own learning and realised that she enjoyed many things and was not focused enough to
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saect a career using her degree subject, English. She did not see herself as a natural 
teacher and her application to teacher education came after lengthy consideration and 
experience of working with children. The most vivid memory she had of wanting to 
become a teacher came from her travels in India. She found herself in a job based in an 
orphanage in Calcutta, working mainly with handicapped children. This experience 
exposed her to the importance of education and to recognising the individual talents that 
children bring to the learning context. Her own education had she felt been inhibited due to 
its heavy academic focus and classical orientation, which had been a source of frustration. 
Her entry into teacher education was based on a belief that caring and commitment were 
the raw materials that she needed to be a successful teacher:
I believe that the stills fundamental to teaching include a strong to the
importance o f learning for children, a broad base o f knowledge, an interest in a range 
of topics, strong organisational stills, and the ability to woik well both on one's own 
and as part o f a team.
Mandy saw teaching as a vocation which in many ways was in direct conflict with what 
she experienced of her public school education. She had never experienced a State 
pnmaiy school but related her experience in India to what she believed she may face 
working in inner city classrooms. She also believed that she would benefit personally and 
professionally from this career choice.2 This was fairly typical of the students’ initial 
approach to the PGCE, in that as they contemplated their journey they became more 
aware of the values and beliefs embedded within their own educational experiences.
Anita Graham another student teacher talked at length about how her working class roots 
and low self expectation had made becoming a teacher almost inaccessible. Her belief that 
she could become a teacher had faded many times when she attempted to realise her 
aspirations. School became a source of frustration for Anita as home and school were 
seldom connected. Little interest and enthusiasm for learning was present in her home 
environment. She related this to the complexity of providing equity in education and how 
the teacher could make all the difference. She had also always experienced conflict
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because of low expectations from home in contrast to the high expectations she had of 
herself
Î ^ . T iembcr l . spQnt years coUecting books, that I actually dated them - like 
Ladybird books which I actually set up as a library with these books from when I was 
nine. So I knew I always wanted to teach but just thought I was never going to be good 
enough to do it
After leaving school and going straight to work at sixteen, Anita escaped from the culture 
of low expectations she had found oppressive. At this point she returned to the idea of 
becoming a teacher. This was supported by other people, mainly friends, and Anita began 
to assess the skills she could offer. She returned to education in October 1988 with a belief 
that she was committed to caring for children. Teaching became the most important thing:
Eveiything I did was to teach and I said to myself if  I M , I foil. I could never say that 
before, I never recognised my own potential... to me, getting here isn't the beginning of 
a journey but the end. The light is there and I'm pegging for it now.
Anita's entry into teacher education was also in conflict with her own experiences of
schooling. Her education up to sixteen years of age she considered to a large extent as
faflure. Her belief in becoming a teacher was sustained by looking at her own growth and 
commitment.3
I think to become a teacher you need a sense o f caring and interest in children, in 
them. They need to know that. Enthusiasm for what you are teaching and control so 
they don't run riot.
Anita's recognition of her own skills and potential was central to her internal struggle and 
successful return to education.
4.3.1 Comments:
It appears that the journeys to teacher education were the beginning of structuring their 
understanding of what they saw the job to be. Although the two students’ accounts 
represent different perspectives and motivations, the vocational elements of the job were 
clearly influential to their choosing to enter teacher education. Altruism was a dominant 
motivator in relating to the job (Kohl, 1984; Lortie, 1975). The students’ individual 
teacher metaphors were also revealing in uncovering what they valued about their own
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learning and conceptualising themselves as teachers. Understanding their reasons for 
wanting to become teachers was important in providing insight into their beliefs and values 
and concepts of teachers professional work (Goodlad, 1984).
Although all of the students could on the one hand have been classified as educationally 
successful (having the required academic qualifications), the sample illustrated that in 
general they did not consider themselves as having a successful education. Their 
knowledge of schooling and personal experience did however provide them with a hazy 
picture of teacher training which they had yet to experience. The consensus in their 
individual accounts was that primary teachers were committed, caring, interested, 
enthusiastic - which all of the student teachers felt comfortable with and believed they 
could offer. Their self images interestingly corresponded to their image 0f  their ideal 
teacher. The reality they would encounter across the year would painfully put this 
comfortable correspondence to the test. It is because the PGCE inevitably involves 
challenge to embedded assumptions that reflectiveness is written-in to the structures of the 
programme.4
4.4 Getting Started
The first term of the PGCE course is probably the most dfficult. Not only are the students 
getting used to a course, but they are engaged quickly in cuniculum courses and 
pedagogical practices. In these early stages the clash of a lifetime’s worth of education and 
their personal beliefs and values is prominent. As one tutor commented:
PGs come to college with a lot of confidence and experience but for most students it's
an uphill battle until Christmas. (Field notes September 1994)
In the initial stages also students want to know recipes of how to teach, the best way to do 
it, and how to deal with the practicalities of particular teaching situations. Finding out how 
their experiences compare with others and unpacking their baggage is what the first stage 
of ITE is about. As I wanted to capture a sense of this beginning experience, students 
were asked to keep a diaiy during the second stage of the research. The format of the
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diaiy was devised in consultation with the students to ensure that it would be an effective 
medium of expression for the students to record their unfolding experience without risk of 
contamination from the researcher. The diaiy writing was guided by a diary contract which 
provided a flexible framework which students could adapt to their own style of recording. 
Diary entries also varied in length and frequency according to individual students as they 
found ways of personalising their diaries. Two considerations guided the dialogue between 
myself and the student teachers which established trust in the relationship. The first related 
to ownership of the diaiy. The students were aware that the diary belonged to them5 and 
the puipose of the diaiy was to provide a window on their unfolding experience. The 
second was the understanding that the research was based in inquiry rather than judgement 
of them as individuals.
As described at the beginning of this chapter the majority of students enter ITE with an 
image of what a teacher does. Student teachers' own expectations of teacher education are 
important in establishing their openness to change over the duration of the programme. 
The structure therefore provides a frame of reference as they dismantled their own 
understanding of teaching formed from their personal world of beliefs and values. It also 
influences the way in which they develop their professional knowledge and engage in 
courses related to pedagogy and practice. The starting point for most of this learning is 
through courses that offer insights into both the theory and process of delivering the 
curriculum. For many student teachers the beginnings are uncomfortable as their 
conceptions of what teachers do are challenged. In conjunction with learning theory are 
the practice elements of the course. During one day visits students gradually acquire the 
confidence to build up their teaching responsibilities. The first term combines both theory 
and practice which culminate to start the first block school experience.
4.4.1 Starting Curriculum Courses
Understanding the requirements of any course requires a social transition. For most 
students this involves absorbing the culture of the course, relating theory to practice and
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suujecting their limited practical experience of teaching to theoretical criticism. Innacconne 
(1963) notes that these kinds of social transitions are significant, in indicating degrees of 
self awareness and reflection. Throughout the first term students learn quickly what is 
required of them and focus on getting ideas for the classroom, and finding out what 
exactly they are required to do.
Sandy Fowler
This was the best lesson o f the week as we do fun things and get practical advice. The 
lecturer has a good sense o f humour, really makes you think about the things you could 
teach and you imagine that they work. Lots o f good ideas for practical displays.
Students generally viewed courses that gave them tips fo r teaching as the most valuable. 
These tended to be lecturers who provided a more practical approach to learning and 
made their courses readily applicable to the classroom context. Information about 
resources and providing access to materials for practice were important considerations in 
students feeling prepared whilst providing a security blanket for the initial teaching 
sessions. What the student teachers seemed to want most from the course were the means 
to deal with school practice and access to a resource base for teaching the subject. Useful 
tips and skills about how to teach particular subjects and important pointers about what to 
do when you ‘have the kids in front of you’ were also welcomed.
Andrea Thorpe
Maths is the best lesson. She actually gives you ideas to teach which is more than most 
She also gives you a clue about what to say and how much to teach each child at what 
age. This is possibly the only lesson I would feel confident about teaching to any child.
English seems to bypass us but apparently Thursdays are supposed to be English.
However, so far Thursdays have been a complete waste o f time. Certainly nobody has 
told us how to teach any English or reading - when will someone enlighten us about 
teaching'? Science is also excellent but I dont think I would use many of the 
experiments. They all seem a bit messy and difficult to set up. I dont even understand 
the principles. I think Science will be lightly touched on in any class o f mine.
There was an expectation that curriculum courses would present the theory and practice 
dimension. Students valued courses which provided them with the little bit extra, how to 
deal with children, what to say. The more practical courses promoted confidence in the
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lecturers abilities to improve their learning as teachers. Students were concerned when 
courses didn't meet these requirements:
Susan Davis
This is just a note about yesterday. The morning was a disaster. Unfortunately, my 
feelings were affected by last week's lecture. I tried to go in with an open mind but it 
was the same She waffles on about insignificant things. One story to cover every point 
is okay but three or four for every point is just impossible. It wasn't helped by the feet 
that she talks down to us as if  we were seven year olds. She could cover much more 
relevant material. The afternoon on the other hand was the complete opposite. His 
teaching time was crammed with a lot o f useful material and he made it interesting for 
'us' as adults and related it to how it would be covered in schools.
Since this is not a formally representative sample no firm conclusions can be drawn from 
the view about the courses expressed by the student. Nevertheless out of seventeen, over 
half expressed similar kinds of views in how courses were conceived and delivered. There 
was a feeling that some curriculum areas could offer a more explicit base of knowledge for 
curriculum delivery. Students felt that where a subject became teachable they felt able to 
have a go. The first point of contact was the way in which different lecturers engaged 
students and promoted their confidence. As the term progressed many students rank 
ordered the subjects they felt able to teach on teaching practice:
Chris Wilson
Had History this afternoon, not that I liked History to begin with but [the lecturer] 
with... school anecdotes... have you thought o f this and that... and description o f the 
school visit from heft all seemed to bring it alive. I feel confident to have a go even 
though I know I'm not an expert.
4.4.2 Comments
Despite flourishes towards promoting reflective pedagogy, most tutors tended to present 
curriculum and practice in a way that was not embedded in a classroom learning context. 
Each subject tended also to be compartmentalised with little communication or reference 
across courses. The students rated the various curriculum courses upon their own 
individual merits and realised that some subjects just didn’t happen for them. Students 
generally felt that courses which emphasised the practical teaching elements and offered 
some initial thoughts for classroom application were the most valuable. These courses
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tended also to pass responsibility to the students for their own learning and allow 
exploration in the subject whatever their starting point. This was where the students felt as 
if they were engaging in and producing their own knowledge. This in turn tended to 
encourage them to take risks even in subjects where they had previously felt unable to do 
so. This approach also encouraged the students to talk to each other and seek advice 
openly which developed confidence. They genuinely felt that being able to see and discuss 
problems in lectures helped them reflect on the means and ends of particular activities and 
move their subject knowledge base beyond teaching tips to getting on the inside of 
disciplines. If lecturers made little effort to make the experience real then students were 
less likely to make the connections because of their lack of experience, lack of time, and 
lack of confidence to explore the subject in practice.6
4.5 Making Contact with Practice
Probably the most impressionable experience for student teachers is going into a classroom 
for their first teaching practice knowing that they are doing the job for real and recognising 
the high expectations of a professional course. The first considerations students give are to 
the expectations they have of themselves and whether they feel comfortable with 
assessment demands and classroom they will be working in for their school experience. 
This is also the real test of whether they can actually do the job. Another expectation is 
that of the programme and its assessment demands. For the PGCE it involves completing 
a competence profile, documenting the practice (planning, assessment, profiling  etc.) 
under supervision and against a set of criteria. The final demand is the practice itself^  the 
kind of school, the teacher and the demands of the children. This lead up to the first block 
school experience is crucial to build students’ confidence and equip them with the initial 
skills to cope in the work environment. Adapting the teaching skills to the teaching context 
is often problematised by student lack of awareness of the children’s needs particularly in 
considering the demands of a culturally diverse class population (Norton, 1994). Dealing 
with the plethora of problems which some classrooms present is a challenge for the most 
experienced teachers let alone a student teacher. The programme cannot obviously address
Beginning o f the Student Teaching Experience •  Page -123-
all of these potential problems but it does have the mechanisms to engage the student 
teacher in research about their own practice. There is the added advantage that during 
these early experiences interaction between the personal and professional is real in that 
students tend to be introspective in their early stages of learning. As they began their first 
school experience a number of issues were emphasised as important to their learning: the 
first related to developing communication with the class teacher and supervisor. The 
second related to how well the school placement was organised and co-ordinated and the 
third focused on the conditions the school provided for support of professional 
development.
4.5.1 Starting Practice
In both school placements on the PGCE there are lead up one-day visits to the placement 
classroom. These initial days in school are also combined with coursework from 
curriculum courses which aims to connect subject knowledge with the classroom practice. 
The early negotiation of any student teaching role is a demanding task for most students as 
it involves discussing the course assessment criteria, clarifying the roles and responsibilities 
in the classroom, and negotiating planning and organisation. In the early stages of the 
course these demands were a source of frustration:
Jane Taylor
This was a difficult time for me as I was put into a school and then got changed to a 
different school and age group. When I went in, it was unsettling and I didn't feel 
confident I was angry and frustrated I wanted someone to ring the class teacher and 
explain that I wouldn't be in her class and to swap year groups. I had no help, everyone 
was obstructive. They didn't want to hear what I was saying. I decided to talk to the 
school myself and sort the whole thing out. It was fine to change classes and now I feel 
so much better and it has lifted me. I was scared, but nobody was interested and they 
trivialised my anxiety, so I made a decision to do it myself.
The clash in organising the demands of college with class teachers expectations meant 
some students felt they lacked the support they assumed would be available in school. 
They felt they had to do it themselves - be personable, enter school with the confidence 
that they were part of the fabric, planned for, and wanted - when they knew it should be 
the college’s responsibility:
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AiîilvC Cartel-
This morning was a bit awkward. There was a staff meeting but due to the layout in 
the staff room, students were at one end and staff at the other. The meeting discussed 
the lead up to Xmas - planning. Students not included at all. A potentially difficult 
situation, aware o f the need to make an effort, so when we were told to do our own 
thing instead o f being involved in what the teachers were doing, I volunteered to help 
them out. At first they said no. Then they accepted it. It seemed to help and they were 
definitely more relaxed and friendly.
Having to decode the hidden curriculum of the placement school was common. The 
course seemed to pay little attention to the issue of preparing the schools, class teachers 
and supervisors to provide a consistent message to students. To a large extent students’ 
survival during the early visits depended on how quickly and willing they were to be 
responsive as it was not uncommon to find that schools genuinely did not understand the 
specific demands of the school experience and devoted little time and attention to it. Early 
on this led some students to feel disillusioned:
Anna Proctor
Talked to someone today about how my confidence is really low at the moment (they 
were feeling the same way). I feel quite scared about going into school tomorrow- 
usually I'm looking forward to it. I keep questioning my ability to teach. It’s difficult 
trying to sort out what you are doing so that everyone is clear. Everyone presumes that 
you know what you are doing. My class teacher keeps asking me what I’m supposed to 
do. I don't know, I'm bluffing half o f it.
Explaining to schools what the college expected was difficult for the students as they had 
no means of understanding the statements agreed for assessment. The second difficulty 
was in translating the demands of the programme and profile of professional development 
(PPD) into goals for practice.7 Students who sought to clarify the courses expectations 
with tutors often found that tutors had no time for tutorial support or to help students 
prepare for school experience.
Jane Taylor
Went for a tutorial. The tutor sort of moved me away and said she was too busy.... She 
spoke to me like a child which made me angry. I surmised that she was stressed too but 
on a stressful course I don't need a tutor who is stressed!
As in most ITE courses, supervision of students is part and parcel of a normal teaching 
timetable. What is often overlooked is the demanding nature of school supervision on
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staff This means there is precious little time for tutors to suitably prepare students for
school practice or to co-ordinate the triad of the student, the course and the school. This
left doubt in some students’ minds about the quality and continuity of expectations for
school experience because of the apparent lack of co-ordination.8 The lack of this kind of
co-ordination also ignored the important contributions the students could themselves offer
to particular types of schools and teaching situations. As an Asian student recounts:
Saskia Corkhill
I suddenly realised why I feel uncomfy in this school. There is no multi-cultural 
education. The displays and the curriculum are extremely ethnocentric and the only 
black adult in the school is me.
4.5.2 Comments
Students felt the early experience in school was crucial in planting roots for their practice. 
It was an occasion for trying out the profession for real. The time in school was 
overshadowed however by the complex inter play between (course, school, student) which 
was filled with ambiguity. This led students to negotiate the framework for the practice 
themselves. They felt that the induction into school was trivialised by the course but to 
them it was the start o î real teaching, the doing it. More importance seemed to be placed 
on competence of teaching performances rather than acknowledging the students' own 
starting point for learning. The opportunities for collaborative planning and negotiation 
with both tutor and teacher were few. The students’ own understanding and perspectives 
seemed undervalued and frameworks for student teacher learning were assumed rather 
than explicit.
4.6 Developing a Professional Dialogue
Starting off in any job presents the individual with challenges. Socialising into the context 
and fitting in needs a lot of time and effort on the part of the newcomer. Being a student 
teacher concentrates this process of developing a role within the organisation. Fitting in is 
important, being part of things and developing professional relationships. For the student 
teacher this is complicated further as the pendulum swings between the expectations of the
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school and those of the programme. The pressure of this relationship is a prominent cause 
for concern in most student teachers' minds. Complying to the requests of the school and 
of the programme means the difference between passing and failing There is pressure for 
every student teacher to conform and be personable (Guyton and McIntyre, 1990). 
Following authority and doing what the tutor and class teacher advise that you do was the 
expectation. The theme which emerged from student teachers' diaries and interviews was 
how to negotiate the early relationships with the class teacher and tutor and belong to the 
school community. The school was seen as a place where students tried to pick the best 
features of their teaching performances and learn from them within real professional 
contexts.
The power of the class teacher and the school lies in providing the parameters for the 
school experience. It is the long-term responsibility of the supervisor to oversee and 
officially regulate the practice. Partnership initiatives between schools and higher education 
have seen a shift in power increasingly from the college supervisor to the school. This 
reflects a philosophy of co-operation but involves complex negotiations in clarifying roles 
and responsibilities. This is mainly due to the different motives schools have for placing 
students in particular classrooms which can vary from teachers wanting to take 
professional responsibility for a student to practicalities in creating free space in teaching 
timetables. Whatever the ideal, putting a model of ITE under the control of schools is 
problematic. For student teachers the time in school is precious as they want to prove 
themselves in the job and are prepared to take on numerous extra responsibilities. The 
course ensures that within the framework of the students’ experience in school there are 
quality mechanisms in place to ensure that students receive the right kind of school 
experience from which they develop their teacher learning. The course shows a 
commitment to this ideal and makes reference to the following:
The quality o f school experience is assured in respect o f the individual students, the 
appropriateness o f the particular placements to the individual students needs, and the 
suitability o f particular schools for the school experience environments as associate, 
partner or professional development schools. (Document The Management o f School 
Experience', 1995)
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In practice however, the complex process of school experience is not so clear cut and 
students have to quickly learn how to fit with the demands of the placement classroom.
Andrea Thorpe
I think that I was really lucky in the school I was in. It gave me a really good 
grounding.... I was actually able to go in and concentrate on my teaching for my 
professional development and confidence too was veiy important. At the beginning I 
was slightly sitting back and watching which I think is a good thing but it took me a 
week and my class teacher to say to me to be a bit more dominant That was just like 
being told that's all right you can go on and do this now and it sort o f like gave me 
encouragement and made me take the lead.
The support and feedback from the class teacher, handing over the reins, encouraged 
participation. If the guidelines for the practice were made explicit to the student then this 
resulted in better preparation and increased in confidence. However, this kind of 
devolvement was difficult for some students to take control of. In some cases, if the 
practice seemed to be going well then there was little reason to rock the boat.
Sandy Fowler
Everything I did was okay for her... it was quite good in a way I had a free rein on it 
but on the other hand it would have been a nice to have known what you were doing 
and when. I didn't really have an idea whether I was doing anything that she was 
pleased with.
The complexity of the relationship between the student teacher and class teacher reflects 
more than power dynamics. For the student teacher a passive compliance to the teacher's 
wishes for things to run smoothly was the general expectation. This relates to the way in 
which the student teachers feel that they lacked ownership over their own professional 
development. Students thus have to make decisions about what is expected of them by the 
class teacher and then learn what they need to do to meet these demands.
Cathy Layton
I got to the point where I thought am I thinking like her now or am I thinking like 
myself? It was funny because towards the end o f the practice I was thinking more like 
her, whereas initially I was thinking like myself and getting on with the activity ... I 
was taking her advice instead o f doing what I wanted to do.
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The relationship students formed with their class teachers, and fitting into existing 
frameworks was in compliance with what they felt was expected of them. The means here 
contradict the ends as the student teachers have little control over the conditions of the 
practice in terms of what they can contribute. This was where in the early stages students' 
confidence plummeted as their own individuality was somehow erased through 
conforming to teachers expectations. Developing their own personal philosophy proved to 
be difficult in this climate where there were peaks and troughs in confidence and 
uncertainty about what they were doing. This fundamentally related to feelings of self 
worth about their efforts in the classroom and whether they were appreciated. Here, the 
academic requirements of the course proved to be much lower in priority. This was more 
to do with the discrepancies between the students' own values and tiying to do the job 
under surveillance. This kind of conformity tended to challenge their motivation and beliefs 
about their ability to teach:
Anita Graham
Well a spanner in your confidence the management thing Tiying to control 32 
children... I think initially it was a task in itself and tiying to cram too much into one 
activity did really make me think - God how am I going to cope? I went home feeling 
exhausted and fiat out - those sort of things can really influence your confidence. I 
think tiying to look at ten million things at once and cope with a teacher who is always 
there.
Students were quick to examine the limitations of their own contributions to particular 
contexts. This was prominent where the contradictions between personal job expectations 
and feelings of anxiety were most apparent. This is where the supervisor’s role emerged as 
influential, as an interpreter in the school context, mediating the expectations set by the 
class teacher.
Chris Wilson
I felt quite let down by [my class teacher]. She has not let me teach but expected me to 
shout as she does at the children. Still not my style. Her professionalism seems to blur 
all sense o f the children's gains - if  they haven’t spelled everything right in proper 
sentences she is not interested.
This student then compares his reflections with his supervisor’s account of his progress:
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Chris Wilson
JMy tutor] came in today - to fill in my assessment sheets. Very constructive and feels 
he sees many o f the problems lacking in the practice. The fitting in, do someone else's 
routine - missed curriculum areas - over perfectionism, all the shouting. His report we 
discussed - reflected upon areas o f concern... I feel it is essential to get on with your 
tutor almost more than the teacher as they can act as an objective sounding board.
This in itself was not without its own conflict as two sets of interests were represented. 
The supervisor was often placed in the position of defending course procedures with little 
power to change the chemistry of the practice. The supervisor during the first practice was 
seen by the students as an evaluator, somebody who came in and checked that you were
doing what you were supposed to be doing. This role was challenged by both school and 
students:
Andrea Thorpe
My class teacher wasn't happy with her [the supervisor’s] comments to me and the 
other student who was in school, her class teacher wasn't happy. [The students had 
been working very hard but the comments had been more negative than positive].
Basically, because she had got their backs up that day and they didnt really like her 
coming in.... They said she was criticising us where she didn't really have the 
knowledge... The school was very good. It was realistic and they are very experienced 
at looking at new people.
Saskia Corkhill
[My tutor] slaughtered me again [in a situation where the school/teacher perceived the 
student to be doing well]. I wanted to say ‘Actually, you don't know the children and 
you really haven’t a clue.’ You've not been a tutor before so you have no standard to 
judge me against. I know the children and I know that they are listening even when 
they are not looking at me. T know who the dossers are and I know who listens.'
Instead I said nothing.
The quality and value of supervision related to the supervisor’s approach in creating a 
partnership relationship with the school and class teacher and in developing relationships 
of mutual respect and openness. This approach to supervision can be crucial in guiding 
student teachers to think about practice in an objective way and in engaging them in 
creating opportunities for taking on more responsibility and control of their own practice. 
To link pedagogy and practice to the students themselves, their judgements and values of 
the school placement is crucial. This is a process where the supervisor is acting in an 
enabling capacity to help student teachers identify patterns within their practice based on
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their own understanding of the context in which they are working and relating to 
themselves as teachers.
John Harris
When I was observed by [my tutor] I was always realty surprised at the comments that 
she came up with. She was very encouraging and came up with good advice although 
there were things that I am stronger on than others.
This kind of relationship had positive results with students. In contrast, the opposite effects 
were apparent:
Anike Carter
Discipline was a problem. [Supervisor] was unhappy with my progress and surprised, I 
think, as I had been doing so well. I can't really explain to her or [the teacher], but I 
feel I have lost 2 weeks o f practice and this is such a long time out o f 6 weeks. I have 
been rushed into doing what I should by this time, and on comparing m yself with 
others, but feel I have suflfered because this didnt feel like a comfortable progression. I 
am not used to feeling like a failure, as I did today. I didnt know how to handle it
Students were not automatically prepared to assume the behaviour which came with the 
placement. There was however the acceptance that in order to f it  in a high degree of 
conformity was required. In the early stages of teaching students tended to value the 
opinions of the school, class teacher and supervisor over their own priorities. This led to 
compromising their own philosophy of teaching to fit in with the context.
John Harris
I think my opinion o f school experience was coloured by the opinion o f my school 
experience tutor and class teacher. I think it is very difficult to judge yourself...You 
have to go on what other people say.
4.6.1 Comments
The structure and implementation of a mechanism for quality assurance of the structure of 
the school experience are influenced by the triad of the course, school and student. The 
negotiation and organisation of an approach that encourages student teachers to analyse 
and interpret their own practice attempts to engage student teachers in reflective 
conversations at the early stages of teaching. But this is precisely where students find it 
difficult to make judgements about their newly acquired knowledge and skills. Making
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judgements about themselves tended to rely heavily on the interactions with the class 
teacher and supervisor and depended largely upon on the students' ability to negotiate 
from within the triad. The early conditions of the school experience required greater 
agreement of educational philosophy to drive the goals, structures and procedures for the 
rest of the practice. The climate under which the conditions of the practice are agreed 
were also important in shifting the responsibility to the student teacher. Change in this way 
emphasises a clear shift in values within a course of teacher education to generate new 
approaches and patterns for altering the norms and shifting the power to the student 
teacher. If students feel they cannot find their own personal strengths and weaknesses then 
the school experience becomes artificial in that it is the uncritical acceptance of school 
structures rather than exploration of their meaning. These two dimensions of the triad - 
the agreed philosophy and the conducive climate to student reflectiveness are difficult and 
perhaps even impossible practically to achieve given the diverse nature of schools, 
students and supervisors.
4.7 Measurement of Professional Competence
School experience also involves a developmental framework for recording teacher 
competence through the profile of professional development (PPD). This document has 
undertaken developments since 1988 and comprises competences which identify and 
define development as a professional. The profile draws on key areas of teaching and links 
them to overview statements from school experience. The document also relates the 
programme goals for school experience, and offers relevant guidance on the 
documentation a student teacher is expected to keep whilst on school practice. This links 
to the mission statement of the Faculty which speaks of critical study, collaborative 
enquiry and empowerment of students.
The PPD provides essentially two functions: (i) providing a framework for the progressive 
development of professional competence and, (ii) developing clarity about roles and 
expectations of the participants in the school experience. The file is intended to support
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the student development by identifying key areas of focus. This also clarifies the roles of
the class teacher and tutor in setting student goals for the practice. The policy and
framework to encourage pedagogical reflection was therefore in place. The problem
which emerged related to using the documentation as a tool to aid professional
development. This was largely due the way in which the competence framework was
made accessible to the students. In the early stages the PPD was not accessible to the
students, giving rise to confusion about what students should be aiming for.
Geraldine Chambers
I feel a bit in the daik about focal competences and what is expected o f us, it seems a 
bit sink or swim. I don't think I'm the only one but every time I read a bit o f the file it 
winds me up.
This was not an uncommon reaction, as it related to understanding what the core of 
competence statements meant. Even the language of the statements was a problem: the 
students simply could not conceptualise their practice in the same way.9 
Sandy Fowler
I just couldn't get into it, at all and I didn't understand what I was supposed to do. I 
didnt even fin in the focal competence until the night before [my tutor] came in cos. 
otherwise, I didnt understand them.
Geraldine Chambers
We had a group meeting. There seems little consensus about what is wanted from the 
profile [PPD].
4.7.1 Comments
The PPD proved difficult for the student teachers to make their own. The competence 
statements meant little to students as at this stage of their teaching they were not able to 
identify the skids to match the competence. There was also little time for the students to 
seek advice from tutors/supervisors whilst on school experience as staff were rushed, and 
the nature of the relationship meant that students felt reluctant to consult them in case this 
left a bad impression. In many ways the expectation of the PPD was too high as the 
emphasis was on evaluation of competence rather than methods to formulate starting 
points and discussion from which to set goals for professional development. The students
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found the competence statements to be ambiguous and full of jargon which meant they 
shied away from filling in their commentaries until they really had to. The competences 
needed clarification in the form of a support for professional development that in itself 
undoubtedly carried huge implications for human resources.
4.8 Doing the Block
During the weeks of block school experience I moved from school to school observing the 
student teachers working. The observations in school allowed me to capture a flavour of 
the school placement, also see how the students perceived themselves in relation to the 
conditions of the practice. For most of the students, seeing me in school opened the flood 
gates and released mounting pressure and tension of the first few weeks. Some students 
waited to meet me at the school reception or in the staffroom.10 The observation visits not 
only allowed me see the students in school, they also had the unforeseen benefit of further 
establishing the trust within the research relationship. The benefits I felt were mutual as the 
sight of a friendly free allowed the students to let off steam and air frustrations or anxieties 
which they felt unable to do with their class teacher or supervisor.
One of the early observation visits was particularly striking for me, as I recall feeling 
uncomfortable because as a researcher I was left in an awkward situation. I arrived at a 
school to observe a student who had been left to teach a very difficult class. At the time I 
contemplated whether I should intervene and help her. In the end I sat at the back of the 
class and observed a pretty horrendous display of behaviour from the children and 
watched the student ineffectively switch from strategy to strategy in an effort to maintain 
order and survive through the afternoon.
I arrived at the school and the secretary informed me that the class teacher was sick but 
the student was wonderful, she was taking the class... As I walked along the corridor 
towards the classroom I could hear the noise. I looked through the glass in the door 
and stood outside for a minute. I wanted to enter without creating even more fuss. As I 
entered a sigh of relief came to the student's face. I felt she was reaching her limits in 
tiying to manage this group - she looked so stressed as the kids played her up. I felt 
that I wanted to help in some way. I couldn't but I did my best to put on my sternest 
look as I observed [in this instance it helped having a second adult in the room]... At 
the end o f the afternoon we chatted and she recounted the last few weeks’ events which
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really put her experience into context. I felt that it had been beneficial for her as I 
arrived just when she needed someone’s support. (Field notes November 1994)
This incident established for me my role as non-interventional.11 It also reaffirmed the
confidentiality and non judgmental aspect of the research relationship. As I made my
observation visits the students kept their diaries which recorded the unfolding
experience. The diary entries typically included feelings, thoughts and fiustrations about
their developing role, issues related to them as people and personal circumstances,
decisions and actions based on their consideration and interpretation of their role as
student teachers, all encompassing reflections about their personal and professional 
roles.
Anna Proctor
Im  worn out Working with the low ability Maths group really takes it out o f you and 
m very despondent because I'm sure they haven't learnt anything. One boy burst out 
crying which was a little tricky to deal with - the class are going through a phase of 
name calling and picking on each other and we as teachers are finding it very difficult 
to handle. I've also got a bad cold so my energy level is low. Fortunately, fve almost 
finished my paperwork now.
Building relationships and balancing tasks in relation to children's needs proved be an early
concern. More fundamental however was self worth: how adequate students felt in coping
with teaching different curriculum areas and managing groups of children. Early studies on
student teaching (e.g. Fuller and Brown, 1975) stated that eariy concerns of student
teachers are related to their security in the context and their belief in their ability to teach.
This, they said, was linked to a strong desire to make good impressions in the classroom
and be accepted by the class teacher and the children. Early on in the practice, gating all
these aspects of teaching together was difficult, as the students felt they did not encompass
the knowledge and skills to know what to do or when to do it. Therefore, they felt it was
hit and miss whether they actually got it right. Negotiating with the teacher concerning
classroom planning and routines seemed to be the first stage in establishing some kind of
control where it was possible to get feedback from the task and from the teacher.
Mandy Wallis
Panic set in a bit today, having spoken to [the student in the other class]. Her class 
teacher has sat down with her and organised a timetable between now and Christmas.
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My class teacher had to be cajoled into getting as far as Monday. I'm not very good at 
bemg disorganised, and it's frustrating because it's not my fault! I feel sick inside about 
it - it s frustrating because I want to do well.
John Harris
I wanted to plan over the weekend all my lessons for the next week and we were meant 
to meet on Friday and it just wouldn't happen. I would come in on Monday and we 
would talk for 10 minutes and from the basis o f a 10 minute conversation I would 
teach. It can be a little bit tricky not knowing what you are meant to be doing... Having 
to keep records in a way you are judged on this file which is meant to be a working 
document for you but you’re meant to have all these things in there which, I don't want 
to start making things up and writing lesson plans for imaginary activities.
Structure and formal procedures were important in providing safety nets to allow students 
to practise their role.12 Where these procedures were absent, planning deteriorated and 
keeping one step ahead and thinking about what particular teaching situations demanded 
became more haphazard. Formal planning was crucial for most students to operate as 
teachers and anticipate the unexpected.
Andrea Thorpe
Got ready for this week over the weekend. Like getting myself up to date from the 
previous week and ahead for the next week over the weekend. During the week I am 
working so late 10.30-11.00 p.m. on average which is late for me but normal since 
starting this course - it’s good to be able to spread the work over the weekend. Not 
much time for anything else though!
The internal struggles for most involved juggling the personal and professional. This 
depended on the students’ confidence levels to teach particular subjects and organise and 
manage the demands that they faced. Their perceptions of success and failure were set 
against their judgements of their activities' relative success or failure. This was also linked 
to the class teachers judgements of appropriate situations where students could assume 
responsibility. Feedback from teachers was equally important in corroborating efforts and 
taking stock of the situation. As the weeks of block school experience went by, a tiredness 
set in which reduced the students' ability to appraise their own efforts.
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Anita Graham
For aU the sleep I had over the weekend I am still tired - today's Maths activity was a 
complete disaster, my work sheets were not ready and the lesson simply didn't run 
smoothly. Thankfully [my teacher] stepped in and helped me. This made me feel bad 
or the rest o f the day... I rang my sister who is a good acting analyst. She was able to 
reassure me that I should not expect myself to be 'perfect' seeing as I have only been in 
a classroom for three weeks...WiU arrange to meet with [the teacher] to discuss with 
her how she thinks I am doing.
Feelings of vulnerability were common especially where students felt uncomfortable about 
existing practice. This was where students had less opportunity to experiment with their
own practice and resorted to survival strategies to make up for their inexperience.
Sandy Fowler
hi the afternoons I was left on my own with them while they had their silent reading 
and we used to have to go to telly or whatever... something structured and then they 
would just play. One day I was left in there with them and Joe this little boy who used 
to misbehave. He chucked all the books on the floor and ran in the home comer and 
lay on the floor. It was getting towards the end o f silent reading and when they needed 
to move because they were getting really agitated. He just... I had to chase him around 
the room to get him back into his seat... because it was the first time that I had been 
left on my own and I didnt know whether to like grab him out o f the home comer In 
the end he stacked it up so I couldnt get into the door and couldnt get any other way to 
get him. So I kind o f ignored him then he kind o f like shouts out if  you ignore him 
because that's what he wants a bit o f attention and so I bribed him. It was his turn to 
take the register and so I just ignored him and I carried om..[then I thought] if  you 
leave him for too long to cany on then Lyle joins in with Joe and then it gets out of 
hand. I just got really mad and said You're not taking the register1... I said You cant 
take the register unless you sit down' and he went and sat down... I didnt know what to 
do with him you know.... The teacher wouldnt have bribed him like I bribed him but I 
resorted to being a child like real 'Sony you're not taking the register1 really like I 
would imagine one tittle child saying to another. I thought you shouldn’t be saying that 
but I got so angry and I didnt know what else to do.
Internally, this student disagreed with the actions she had taken but rationalised them in 
context. This was where the student teachers retied on their personal criteria to overcome 
the uncertainty. The discomfort of this situation raised questions in the student's mind 
which she felt pressure to answer but she had no avenue of support except noting down 
her thoughts about the day and recounting how she reacted.13 The dilemma of being a 
beginner in a context that for her had always been positive was quite shocking. 
Importantly she began to realise that the tools of teaching have to be acquired through 
understanding and application to different contexts. Opportunities for this kind of self
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exploration and experience of real teaching was limited. More frequentiy, students drew 
attention to the external circumstances - the artificiality of the situation.
Jane Taylor
I'm realising how strange and in some way unnatural situation a t.p is. [My teacher] 
asked me to read a stoiy to introduce my boxes and weighing activities. I think she felt 
awkward and said something about - just going out for a minute. I think she wanted to 
give me space. When the stoiy ended, I tried to introduce my activities and noise.... 
they didn't listen. I felt very panicky. She came in and said to the class Tve only been 
gone for a minute (it felt like an age) and look at you!’ I felt very panicked and 
ashamed. Activities themselves also made me panicky - felt out o f control - some 
children finished work so quickly. Others could hardly start - but I was so preoccupied 
with the ‘finishers' and Sorrel who tried to sit under the table the whole time. At one 
pomt Rachel who is very quiet and needs a lot o f attention lay down. I felt terrible then.
4.8.1 Comments
Despite students' feelings of despair there was a general acceptance that when you were 
learning to teach you had good and bad days. Class teachers who provided clear planning 
structures for the students to follow provided a necessary point of reference from which 
the students could take on some initial responsibilities in the classroom. Students also felt 
that opportunities for structured feedback was important in verifying that they had made 
the necessary progress. Establishing responsibility for some classroom routines also 
allowed the students to contribute as well as mastering the skills to deal with larger groups 
of children, managing behaviour and organising the children into groups for different 
activities, Lemhardt et a l (1987) note that student teachers need to develop these routines 
as they are an important part of effective teaching. The events and dialogue with 
themselves about what was important to their learning was also significant in examining 
their role at personal and professional levels. When writing in their diaries students 
reported their mistakes but some found difficulty with the trial and error method of 
learning especially where they felt the need to conform to the established classroom 
practice. Clearly established lines of demarcation were important and feeling valued also 
proved to be significant but most of all, students needed space. If learning was too 
controlled then there was little opportunity for students to be autonomous. By this I don't 
mean to the point of mayhem or just survival but where the students are allowed to engage
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in teaching and also have space for learning rather than simply performing, thus developing 
the necessary skills to deal with the unexpected rather than feeling the pressure to deliver 
activities in the same way as the class teacher.
4.9 The Countdown to Christmas
The final weeks were gruelling for most students as the teaching responsibilities increased 
and tiredness mounted. During the final stages of practice there is pressure to be brilliant, 
to mount the displays, to take an assembly, and make an impression. The expectations of
most class teachers and supervisors are high. For most students, although they want to be 
in school, it is a real countdown:
Angela Wade
Unfortunately I have a streaming cold this week. If I was at my old job or in college I 
would definitely be in bed! The head told me yesterday, I was a pale shadow of the 
woman who started five weeks ago, which made me feel even better!
Geraldine Chambers
I must admit it s a real count down to the 16th December now. WeVe got a couple of 
days in college next week, so only six teaching days left or more to the point, planning 
days left. I must do lots o f work on Saturday to catch up on this week - assessment and 
evaluation and my plan for next week so - hopefully that’ll be it. My energy levels have 
disappeared.
Anita Graham
It's [the tutors] last visit... my elbows have come up in a bad rash which my mum 
thinks is eczema. My elbows are painful this morning. I'm getting really nervous about 
the visit. I'm concerned [she] has only ever seen me teach Maths. Also my teacher is 
away because her children are really ill-ju st my luck. [The supply teacher] made me 
feel really inadequate which consequently affected my teaching. All in all I didnt 
really have a brilliant day. However [she] gave me a good report. My boyfiiend was 
pleased that I was in a good mood and to make me even happier my sister rang to see 
how my elbows are.
Emotionally, students confidence is in the balance and the stress mounts in anticipation of 
the supervisor s final visit and comments. The review of the school experience rates the 
students across the competence scale (levels 1-5) level 1,2,3 are graded levels of 
satisfactory competence, levels 4 and 5 are levels of unsatisfactory competence.14 These 
levels are awarded against indicative achievement criteria in the following areas:
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assessment and record keeping, planning preparation and organisation, teacher 
effectiveness, management of children and personal and professional qualities. Usually, 
students receive feedback in schools and tutors formalise their commentaries in overview 
statements (refer to appendix p.26-30 for a sample of the levels). The immediacy of school 
however makes it difficult for some students to take in comments from their supervisors in 
a positive light. Students found it difficult to be positive about themselves at this stage. 
This is where follow up discussions with tutors were most valued in putting aspects of 
their development together and allowing students to reflect on their own ability to see 
themselves as teachers with relative strengths and weaknesses.
Anike Carter
I have had a chance to see my school experience tutor, and now I feel much more 
positive. I had taken her negative comments and unwillingness to discuss my 
performance with me as a sign that she was dissatisfied with my progress... However, 
as I am prone to do, I had probably been too sensitive and being tired I had over 
reacted. [She] said the report looked a bit negative but that any minor problems I had 
was due to my being poorly.... [She] then gave what I thought, was a veiy accurate and 
fair summary o f my progress and I was much relieved to discover that she understood 
how difficult I found the atmosphere within the school and classroom at times ... By 
talking we managed to put things into perspective, sort out misunderstandings and 
establish that I had nothing to worry abouL.Why couldnt this kind o f support been 
given during the practice, especially towards the middle and the end when I really 
needed it? That way I might not spend time feeling that I had M ed  myself.
Taking stock came for many at the end when they returned to college but the competitive 
elements of the course meant it was difficult for many to tell about school experience as it 
happened. There was peer group pressure to conform to a story line:
Mandy W allis
People are cocky about their own experiences and assume that they are more 
interesting than anyone else's - so it did go on! ! !
Students were generally guarded in their tutor groups about their reflections as in this 
forum there was a strong conformity towards agreement with the supervisor for fear of 
making the wrong impression.
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4.9.1 Comments
The questions raised in the first school experience related to developing and understanding 
their teaching role. Part of this related to the students' assessment of the contextual 
conditions: was the teacher supportive, was it a difficult class, was the supervisor 
understanding and approachable? Part of this related to what they perceived to be 
importam about teaching: subject knowledge and their ability to organise and manage the
cumculum. The final considerations were related to measurements of themselves as 
teachers:
John Harris
I'm not a fully rounded teacher and I think it’s mnun, hopefully I am going to be 
developing as time goes on mmm I think that I am quite good at juggling [v r W  a lot 
o f balls at once and I think I move around a lot visually. I can tune into individuals 
quite well and I can more or less know what else is going on.
Geraldine Chambers
I feel there is a sort o f ceiling and I haven't broke through that yet. Day to day 
management, yes as opposed to teaching, not sort o f having an overall grasp on what's 
needed, and that obviously comes in the next six months. Also it wont actually come 
m the next six months, that's not being arrogant, it w ill come in the next couple o f 
years.
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Endnotes
' 1 found sensing that most of the students entering the course had limited experience of the 
National Cumculum and their experience of primary school practice was based their own 
education. This was despite recent observational bouts in school.
2 Mandy was aware that she bad received a more privileged kind of education and was very open 
and up front about what she felt.
Anita had driven herself very hard to reach teacher education despite the hurdles of her working 
class roots.
I was surprised to find that students still had romantic visions of teaching, as I believed that the 
educational debate post 1988 would have penetrated their perceptions.
Passing the ownership of the diary to the students was quite a risk but it did work in my favour 
when they offered the diaries to me when we met for interviews.
The students’ likes and dislikes of particular subjects were striking as they had already made 
realistic appraisals of their strengths and weaknesses.
The students felt bombarded at this stage of the course and few of them had really understood the 
expectations of the school experience.
Tutors were working extremely hard but school experience supervision inevitably competed with 
the many other demands.
9 Students had limited experience of the language of competence used in the PPD and found the 
statements difficult to understand.
Visiting schools for observational visits required careful management in making explicit to the 
school the reason for my visit so I could catch the student naturally at work.
11 I was worried that this student had been left alone to manage a difficult class and was really 
struggling. Although I did not intervene it was difficult to sit and observe.
12 The importance of good planning was reinforced throughout the course. The students who didn’t 
get frameworks from their class teachers thus felt immediate panic.
13 This school placement was very challenging as the class had a number of children with social and 
behavioural problems and even for an experienced teacher the class was very demanding.
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14 Students found ^  levels of competence difficult to understand despite having criteria to work 
from. The main contusions related to toe students’ own measurements of how successful they 
thought they had been. The students in more challenging contexts therefore felt they had Med in the 
area of management of children.
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5. The Term After Student Teaching 
5.1 Introduction
The second week of January marked the beginning of the second term. At this «tng» the
PGCE cumculum concentrates on professional development including reflective analysis
of students’ initiation into teaching. Courses, which began in the first term, continue to
extend curriculum knowledge and pedagogy; these are combined with one day preliminary
visits in school (where students prepare for their final school experience). During this part
of the programme the students also undertake an extended curriculum study which is
intended to provide the necessary foundation to develop specialist knowledge appropriate
for the needs of the primary curriculum. This provides freedom to explore broader
curricular issues which influence teaching and learning e.g. gender, multicultural
education, special educational needs, equal opportunities etc. The assessment of this piece
of work, comprises of a 7000 word essay and a 4000 word resource pack demonstrating
practical application in the classroom. Students are offered supervision from various
subject specialists and core tutors to support the writing of the project. This term is the
final concentration of theoretical input which students receive as part of their professional 
preparation.
5.1.1 Reflecting on Successes and Failures
The transition from ending the first practice to beginning the second term was for most 
students not smooth: understanding the specific demands of the next stage of the course 
inevitably created pressure. For many, the positive outcome of school experience was a 
meaningful gauge of their ability to teach.1 Some, however, returned to the course with 
concerns about whether they would continue. One student’s diary entries clearly report her 
uncertainties about teacher learning:
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Samantha Anderton
I got up early to go to school. As I was getting ready, I found I just couldn't face it 
today. Have not had time to do the planning I had intended - 1 don't want to look 
unprepared when I go in.... I eventually went in feeling negative. I did an activity and 
it went well. The teacher phoned me in the evening as I was not happy in the day I 
told her I was not sure about carrying on. She persuaded me to have a go and cany on 
Felt a bit more positive but still unsure.
Samantha had difficulties in coping with the pressures and expectations of school 
experience. Her inability to cope had resulted in a lack of confidence in her ability to 
organise, work, time and personal commitments. Her emotional decline could be detected 
m all areas of her work. The class teacher attempted to offer help and advice but there was 
a discrepancy between what the teacher expected and what the student was able to 
achieve. There was little time to resolve these dilemmas and she soon became demoralised.
She communicated this as she reflected on her teacher learning through making diaiy 
entries:
2 1  October 1994
I have got upset in the evenings when doing and contemplating the work. There are so 
many things to do. Can end up not doing very much, because o f beginning to panic 
about the volume... It's getting better but I still feel uncomfortable.
27 October 1994
I still feel guarded about being too honest about how I feel sometimes, as this may be 
detrimental and I feel I should create a good impression for most o f the time. A lot of 
people on the course seem to be a lot more confident about their ability as a teacher. I 
will find out soon enough whether I have the real qualities to be able to teach as well.
5 November 1994
Thinking about enquiring about deferring college for a year. Don't know if  it would be 
posstble, don't know if  I feel I can cope with it.
15 November 1994
Not enjoying school but do enjoy being with the children. I know it needs to be more 
than that though.
Everyone involved with this student knew that the practice challenged rather than 
supported her beliefs. The defeat came when she attempted to assimilate the teacher role 
but found that there was too much going on which she could not control. She had already
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convinced herself that she lacked the most important qualities to become a teacher. The 
tensions and doubts mounted as she visited the classroom. Her decision to opt out of 
working meant she automatically failed to meet the criteria to pass the practice. The 
appraisal of her past teaching events and consolidation from others that it was not going 
well resulted in pressure to make a decision to stay or go.
1 0  December 1994
I saw [my tutor] about giving up and she gave me the options I could stay-intermpt, 
defer, withdraw or cany on. I said I would let her know next term but we both knew 
what the answer would be.
Confronting her perception was difficult as she felt isolated from her peer group, and
realising teaching was not what she thought, was traumatic. There always seemed to be
something which prevented her from reaching the mark which resulted in much
introspection, selfdoubt and blame for not achieving. This student left the course early in 
the Spring term.
5.1.2 Getting back into the Course
The early lecture programme during this term was more flexible and small gaps of time 
allowed the students an opportunity to reflect on what had gone by and set priorities for 
weeks ahead. At this stage, they also felt more able to contribute and take responsibility 
for their own learning2 The space in these early sessions was ideal for reflecting on past 
events and this created a sense of empowerment and liberation. For most it was a time to 
begin to identify their priorities and demands for the rest of the course. Here, the students 
began to see themselves as teachers and interweave the ethical and moral dimensions of 
their personal perspectives into their professional beliefs.3 This was where the student 
teachers’ developing knowledge related to their narrative structure, (see Elbaz, 1990).4 
These developments blended with the experience of classroom practice, provided a basis 
from which students were able to reconstruct and utilise the information presented to them 
in the separate curriculum courses.5
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5.1.3 Reflecting on School Practice
During the early part of the term students were more able to reflect and articulate specific
differences between the early stages of student teaching and the changes they felt they had
made. For most, taking stock of the past few months was comforting as the end of the
course was tangible: they knew what to expect. The school placement and priorities for
second block school experience were now more real. This softened and reconciled
personal doubts about not getting through the rest of the couree and helped them to
communicate their strengths and weaknesses in their profiles of professional development. 
Anike Carter
Profile Update (completed 31 January 1995) I believe my current strengths are:
I feel confident that I can form good relationships with both children and staff I 
believe that I am beginning to develop my own style o f teaching with which I am 
comfortable and one which I feel is feirly effective, although I am aware I have a long 
way to go.
I feel much happier about actual lesson content, differentiation and pace and timing.
Also about taking whole days i.e. register and transition from one activity to another.
I am happy with my ability to assess the ability o f individual children and then decide 
what help and challenge they need.
I believe that my areas of particular development are:
I feel I need more practice at long term planning and assessment, and at managing 
integrated lessons with groups of children doing different activities. I need to develop 
strategies to enable me to give more attention to a particular group whilst other groups 
work independently.
I also need the opportunity to be more spontaneous and trust my instincts as to what 
will work with children. I feel I have become slightly regimented in my thinking due to 
the formal nature o f the teaching practice.
Stage Priorities (a few priorities from your 'areas of development')
opportunity to try out lots of ideas and approaches to see which work best; 
concentrate on being in charge, not assisting, and all that goes with this; 
discipline from the beginning. How do I want them to behave? What do I expect?
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How do I convey this:
working out how to plan effectively and do what is necessary and still have time off to 
avoid becoming too stressed or exhausted;
be as open to new ideas as possible, especially those coming from the children. Trying 
to accumulate as many resources and ideas as possible for future use.
Examples from the student’s PPD suggest that this student was beginning to find a 
professional voice. The process of reflection however was more descriptive than analytic. 
Her portrayal of learning in the professional profile dealt with the more mundane aspects 
of practice and areas of personal belief and values were given little consideration. The 
mtent and purpose behind the PPD was for student teachers to be reflective about their 
development. This reflective element, however, was rather limited as it did not encourage 
the students to work out answers to problems.6
Chris Wilson
The profile is another thing to do. I filled in what my tutor wanted to hear but it's a 
waste o f time as you cant be honest and say 1  dont understand this assescmmit lark.'
Sheppard (1992, p.9) discusses the problems she had in using this kind of professional 
document:
Though lots o f us didnt realise what reflecting really meant at the beginning, one thing 
was certain: it was a course requirement Another thing became clearer even more 
quickly, you had better keep a positive tone in your reflective journal or you got 
marked down in the book called the ones to watch. For example, after my first lesson 
post conference, my [supervisor] said to me that she worried about me not being very 
open to criticism. Her only basis for assumption, as far as I could see, were my critical 
journal entries.
By comparison the private voice of the diaries portrayed a more complex picture of 
learning. It demonstrated more clearly the students’ sense of discovery and reflection on 
their progress, both personally (their shifting perceptions) and professionally (drawing 
attention to their relative strengths and weaknesses). A common theme discussed, was the 
initiation into school practice. The context issues of the school, the amount of support, and 
differences in individual schools’ expectations had brought much emotional baggage. The 
incongruities between different schools’ contexts and inconsistencies in communication
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between the schools and the programme meant there was a wide variation in what was 
expected from students. As stories were shared, students became aware that the school 
placement could be a make or break situation. Orchestration, acceptance of working 
procedures, and fitting in generally led to a successful experience.7
5.1.4 What do I need next?
Discussing the school experience with peers and friends became important in clarifying the 
goals for the term ahead. The expectation the students had of the course curriculum was 
that it would develop the necessary subject competence. Here, they searched for 
classroom relevance, as they wanted to match courses to their real teaching experience. 
The deeper philosophical foundations of their practice were less tangible but as students 
became more aware of their personal perspectives they began to realise that there was 
more than one way to be an effective teacher. Teaching was no longer a straight forward 
act and as the real complexity dawned on the students they began to realise how much 
work was to be done.
Socialisation into school still created tensions that the students felt tom between. These 
mainly involved issues which were rooted in the personal practices of individual teachers 
and no go areas of discussion. Often these grey areas of practice were inter-linked with the 
class teacher's own philosophy and values (how particular teachers went about their day to 
day roles and responsibilities). Students tended to discover weaker areas of practice 
naively, through their lack of knowledge and understanding. Sometimes they found that 
teachers were willing to talk about problems they were experiencing quite openly but in 
general there was little time to confront these issues in the classroom or on the course. Not 
bemg able to unpack these problem areas meant there was resentment and confusion about 
the messy areas of practice and professional decision making. The need to do well on 
school experience had considerable power in shaping the student teachers towards class 
teachers models of practice (teachers generally made their expectations clear and the 
students followed). As they became more aware of their learning they began to confront
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their prior assumptions beliefs and values.8 The students realised that their aspirations of 
being a particular kind of teacher was a problematic reality and contradictions appeared 
between what they wanted to be and what they needed to be.
Cathy Layton
I'm quite firm now - I've become so firm and yet I think I'm understanding but I'm very 
firm now.... I tried to make them work harder - more than they should - like I'd spend 
all morning and the time after break doing work. In the afternoon I'd make them do a 
bit more work as well instead o f giving them the opportunity to choose... My tutor said 
that it was quite long really for a group o f little five year olds ... I w ant to enforce it so 
I've got it on paper and I can refer back to it and sort of say 'oh yeah that worked and 
that didn't' and then I can probably try something else.
The supervisor’s comments illustrate that this student’s understanding of teaching caused 
problems for her in the classroom;
There were concerns as to how well she understood the real purposes o f children's 
learning and how best to cater for individual learning needs. She worked closely with 
the class teacher and me in trying to develop strategies for class management and 
achieved some success; although still a lot to learn.
The transition for this student between what in essence she believed teaching to be and 
what she experienced was not smooth. Her understanding of learning was to keep children 
occupied, disciplined and on task. This however clashed with the experiential and 
problem-solving approach employed by the teacher. She understood learning to be about 
busyness and forgot to consider the need to interact with the children in the learning 
process and engage with children's experience. Conflicting perceptions of classroom 
practice challenged this student and her inner perceptions to an extent which she found 
uncomfortable.
5.1.5 Comments
The second term of the PGCE was an important time for the students to consolidate what 
they had learned. It was also a time for more realistic reflection of teaching goals, since the 
rush of school experience gave little opportunity or time for them to evaluate progress. 
Most students were reluctant to challenge the ideas they experienced in practice for fear of 
appearing militant and overstepping the mark with their class teachers and supervisors. 
The boundaries of the school experience determined by the college and the school
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however, gave little consideration to the student's voice (see Sheppard, 1992). Reaching a 
consensus of opinion with tutors and appearing positive were worries for students. This 
resulted in them feeling vulnerable and powerless in their school placements.
5.2 Looking for the links: theory into practice
As the students reflected on their role over the term, they became more aware of their 
needs as potential teachers. School experience had provided a reference point which they 
could use to assert their own judgements and opinions. They now had more detailed 
knowledge of classroom practice but despite this there was still a fear of course structures. 
Would they survive the term? This uncertainty remained and restrained their critique of the 
course ideology and most preferred not to be noticed for fear of being branded as 
troublemakers. Those who had challenged tutors' opinions in lectures had been made to 
feel uncomfortable. The clouding over of real problems of practice and the presentation of 
ideal classroom experience was the most common experience in lectures. As the students 
had now experienced real classrooms, they wanted realistic examples. What should they 
do if they were confronted with certain situations in the classroom? As the term 
progressed, within the security of their individual tutor groups the students made 
connections between the teacher role and their own understanding of it.
Anna Proctor
Core day today. It's always a bit o f a boring day - 1 think it's maybe because we've all 
been in school the day before and being back in college is a bit o f a let down. Issues 
somehow not as relevant as they might be.
Anike Carter
I felt that most of what was covered could be learned from reading a book, found the 
pace very slow and [the tutor] kept repeating himself.
Working out how to ask questions and developing a strategy for enquiry were crucial 
factors in satisfying their needs. The perception of their contribution and their ability to 
cope the increasing demands of the course went hand in hand with getting to grips with 
real teaching and what that involved. Some students devalued the role of theory in their 
preparation, others searched for further connections with practice.
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Chris Wilson
Spent this morning woiidng on my project in the library. Shame to miss lectures but I 
need to do something on it. I'm beginning to feel I know what shape it will take and 
what I want to say, so it feels right now to write it. [My tutor] this afternoon was 
talking about assessment, another good handout. I occasionally still think Thursdays 
are a little bit too unstructured to be as effective as they could be. I feel my own 
learning needs have changed instead o f being passive and wanting to know what is 
education. I'm now have some ideas and want to explore these further at my own pace 
and own depth. The extended essay and project goes part way in fulfilling this. More 
discussion type activities might help, or perhaps more directed time in examining 
some issues in small groups.
Angela Wade
‘Management o f Learning’ is uninspiring. Lecturer treats us like children not 
expecting us to be able to work independently. We seem to have survived getting 
degrees so most o f us have worked out how we work best.
The theory in lectures tended to reinforce the notion of subject expertise because of the 
focus on connecting subject knowledge with their own experience. Students began to 
notice key philosophical and theoretical differences across the programme and they 
became more critical about their learning. This was largely due to the fact that the students 
had a perceived outcome: to be prepared fo r the next school experience. From this basis 
they further evaluated the merits of particular courses.
Chris Wilson
I was thinking about the observed differences and why I did not like DT [Design 
Technology], I think it is because unlike Art, when you go to the Art rooms you could 
see lots of arty things under construction. Often things done by the Art teacher herself.
You felt that she was involved as well. This did not happen in DT.
Developing curriculum knowledge for many was a major concern and knowing enough to 
survive the next practice was paramount. These uncertainties focused on the shortfalls of 
academic preparation, giving little opportunity to consider pedagogy (Grossman, 1990). In 
many subject areas, students felt that they had only acquired a superficial understanding of 
how to apply these concepts in practice. This kind of technical rationality, as Schôn (1983) 
notes, fails to consider the contextual variation that students meet in the classroom. 
Learning to apply their understanding of subjects created tensions for most.
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Jane Taylor
Science and floating and sinking, fun, but a bit daunting having to grapple with height, 
mass, volume, density concepts. Slightly frustrating in that it takes us so long to grasp 
the concepts for ourselves that we hardly have time to discuss exactly how much of this 
knowledge you can impart to primary kids. The frustration comes from the fact that we 
are supposed to be able to teach these subjects full time!
This is where students felt the benefit of the one-day visits in school as these provided 
them with an opportunity to attempt to apply their understanding of the subjects in the 
context of the classroom but the students did question the academic rigour and 
development of their own subject expertise within this model. The early visits in school 
however gave the students little opportunity to be creative. They tended to fit into the 
class teacher's way of working and devolved into imitating practice. This was part of the 
way in which students wanted to create the right impression and also to be successful - I f  
it works for the teacher then HI try it' (Stones 1992; Calderhead, 1987). Shifting imitation 
to real learning was difficult for the students as they had veiy little experience to build 
from. Also, they were all too aware of the need to perform, which meant for most acting 
in a way which was consistent with their image of good teaching (Buitink and Oosterheert, 
1995). Jumping from their own theories to imitation was not easy and it was here that the 
students began to recognise the complexity of putting together the different parts of the 
teaching act. The one day visits therefore, became an important learning environment for 
trial and error and with no supervisor around they could take more risks with their 
practice.
Anike Carter
I think I am just beginning to realise how much hard work this class is. Another 
teacher said to me last week that if  I could manage this class I could manage any. 
Today there was a general discussion about this and the general consensus was that 
they were awful but loveable. I took them for about 30 minutes as a class just to finish 
up what we did last week. It went quite well, very useful for my essay but proved to me 
just how difficult it is to keep trade o f each one o f them and their progress. They seem 
unable to sit still or concentrate for any longer than 5 mins and are often rude and 
disobedient to [the teacher]. We decided between us [the class teacher] that I would 
need to work out my own style in relation to the specific problems of this class and aim 
to be very firm from the beginning. I am not quite sure yet how this will happen... I
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must admit to wondering though how will they react to me almost taking over. [The 
teacher] has to use all her experience and knowledge to cope with this bunch and I have 
sohtde experience. She said to me today ‘Just dont expect to be popular and you'll be
Feeling at home in the classroom context was important in encouraging change. 
Articulating a model of practice and setting out particular priorities early on increased the 
likelihood of success. They began to consider further the complexity of developing their 
own perspectives which would guide the next practice. This also linked to their readiness 
to take on more responsibility and the desire to function as fully operational teachers. The 
students’ own confidence and belief in themselves were important in identifying the 
strategies to effectively negotiate a pathway through the one-day school visits.
5.2.1 Balancing the Demands of the Programme and Preparation for School
As school practice came closer the needs of the students increased and their deliberations 
about school experience brought occasional bouts of sheer terror. The complexity 
involved in learning classroom routines, procedures and behaviours on the one side, and 
the course requirements on the other seemed over-bearing. Identifying personal goals too 
was high on the agenda and the students began to think of ways in which they could 
manipulate the frameworks within the practice. Forming good relationships with 
supervisor and teacher and being accepted in the school were high priorities.
Chris Wilson
A good day in school, didn't have to go in again today. [Supervisor] came in and 
discussed plans, he felt I was on target, organised and planning well. He felt I needed 
to work on what I was going to do for the first few days o f the placement in detail. He 
suggested I send him my plans to keep him up to date.... The children were fairly 
pleasant, but a bit noisy - did English. The children seem to be getting used to me and 
are beginning to come to me and not the teacher. The [class teacher] too I'm finding I 
can relate to more.
The school experience soon became the focal point leaving curriculum courses and written 
assessments to take a back seat.
Andrea Wade
4 a m. I've been awake for about two hours tossing and turning over in my mind this 
placement and how on earth I am going to cope with it. The reality o f the preparation
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and how the college prepared me for it, is like waking from a bad dream, and 
wondering how I'm going to cope with this. All the History books I wanted to use 
[Katy] has lent to one o f her friends who has the worst reputation for returning books 
IVe seen. I don't feel that I know enough about how to manage designing a series of 
lesson plans, or schemes o f work. [The tutor] gave us a handout but I can't think of 
anything we have done on it. I feel I need more time and more input and guidance on 
planning for this placement, talking to [the tutor] is very confusing sometimes. He 
gives lots o f vague suggestions but leaves too many options and uncertainties floating 
around. I think this is because his grasp o f teaching is so vast he finds it difficult at a 
basic level to communicate ideas so we can understand them without having to cope 
with all the periphery arguments. It has helped actually writing this entry.
Students were deeply concerned about acquiring the knowledge base to teach the primaty 
curriculum. Understanding the principles which underpin the various subject areas as well 
as the skills and processes required for teaching children with a broad spectrum of needs 
were daunting. The requirements of National Curriculum suddenly became reality and the 
statutory demands of delivering the curriculum were overwhelming. These had not been 
part of the definition of what pnmaiy teachers do. Nevertheless some students managed to
be philosophical about this and perceived their growth as teachers to be ongoing.
Susan Davis
I dont think I have applied theoiy much. I dont think that w ill happen until IVe done 
at least a couple o f years when you realise that once youVe got the practicalities of 
teaching. Until you're used to being in your own classroom and sorted that o u t-I dont 
think the theoiy is going to step in.
This student's perspective rationalised her approach. She could only do what she felt 
comfortable with and that was enough. Here the perspectives of individual students 
became important indicators of whether they could cope with the increasing demands of 
the job.9
5.2.2 Comments
Students experienced a kminal period - a threshold transition - in understanding their 
teaching role. At this stage of their learning they were aware of their growth and potential 
in the classroom but experienced frustration in articulating their uncertainties and problems 
related to their needs. Internal contradictions plagued them as the importance of subject 
knowledge was reinforced through both the course and school culture. Coming to terms
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with this conception of the teacher's role challenged many students' images of what they 
understood teaching to be about. This kind of thinking was also reflected in the 
programme’s emphasis on curriculum competence, teaching strategies, skills and 
knowledge. The goals of pursuing more creative endeavours grew remote as the pressures 
within the programme itself emphasised the demands of the National Curriculum. The 
pressure on Initial Teacher Education by the Government for greater subject specialism 
was noticeable as the purposes of the course became more visible to the students. It was 
apparent however, that there was a splintering of values about the emphasis particular 
students placed on the National Curriculum. The students were under no illusions about 
what this framework encouraged. It affected their confidence entering their final practice. 
They felt frustrated because their concerns were not heard, especially when the tutor 
group was unavailable. This was largely due to the need students felt to conform to the 
tutor’s individual voice. The tutor group was not a forum for open discussion, but rather a 
hidden curriculum to be learned. Students were embarrassed to reveal their trial and error 
approaches for fear of losing face. The programme encouraged students to take 
responsibility for their own learning but failed to provide realistic support as it focused on 
outside theories rather than the students’ own developing theories of learning to teach.
I think the crux o f the matter is that teacher educators need to spend a bit more time at 
critically reflecting on their own assumptions prior to, during and after their 
implementation o f a program. (Sheppard, 1992, p. 13)
Paying attention to the student's voice and examining how knowledge is created is 
important to consider in delivering of reflective pedagogy. The frustration the students felt 
seemed related to their expectation that teacher education would arm them with 
knowledge and teaching skills to survive in practice. Instead, the programme represented 
ideal practices. As a result the students felt they had been passive learners and observers of 
ideal and unproblematic practice.
5.3 Novice versus Expert
As the students settled into their one-day placements, the practice was tainted somewhat 
by their anxiety about finishing off course work. Small problems escalated into big
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problems and the celebration of their successes in the classroom and through academic
tasks were rare. As doom and gloom struck, the students’ self confidence dived.
Jane Taylor
I'm a bit worried on several accounts (surprise, surprise!). Firstly, that the serial visits 
have been quite frustrating - because the class teacher (who is also deputy) has been out 
o f the class for most o f them, and I have consequently been caught between two 
teachers. This had made implementing tasks harder. Unfortunately, this seems to be a 
situation which is ongoing (there are also S.A Ts which preoccupy her too) and it has 
so fer resulted in the class being very unsettled. I also feel that I dont know enough.
The high ability o f some o f the children is daunting, and I feel that effective provision 
for them requires specialist knowledge which I dont have.
These kinds of experiences tended to dampen their enthusiasm and as they contemplated
the role of the primary specialist, students expressed doubts about their grasp of 
curriculum knowledge.
Anita Graham
My particular fear is my teaching English o f any kind or level... I dont think it's been 
covered well enough on the course.
Geraldine Chambers
A long day. Maths seems to get longer each time, sometimes I'm not sure which 
direction we're heading for... I dont know about Mathematics and teaching this stuff.
Andrew Mullan
It's difficult because there is that transition between actually feeling like being a teacher 
and when you are actually there and in control and doing things all day and the 
unofficial things that happen that you realise what a teacher does. Like the rigour and 
the planning and the thinking about rules in the classroom, assembly, parents coming 
in, the staff, the ethos, and you can go on and on.
The comfort zone between knowing and not knowing became more disconcerting as 
school experience raced closer. For some students as the momentum increased, the 
conceptualisation of the teacher's role seemed rather complex. This was coupled with their 
struggles to make sense of the so-called normal things teachers do, like prepare termly 
plans (schemes of work). The course emphasis here was to prepare the students for school 
and little attention was paid to personal growth and reflection on their starting points for 
the final practice. The students did their best to rapidly assimilate knowledge, busily 
making their contributions to the different tasks. One pertinent example of this was when
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students were asked to plan a scheme of work. The students formed groups and selected a 
subject and an age range to plan for. It was intended that the outcome of the task was in 
the form of a group presentation.
Geraldine Chambers
What a mind bender, four o f us woiked on our schemes o f work today, ready for next 
week. We've put it together, we dont really know if  it what is wanted. I'm drawing up 
a form and typing it up, the others the same and lesson plans.
Anna Proctor
We spent four hours working on planning our schemes of work today. I found it all a 
bit tedious and unnecessary. We seemed to be repeating things just for the sake of 
display.
Sandy Fowler
Planning a scheme of work for school and Management o f Learning. So many ideas 
but so little time.... The problems have been devising a scheme of work for algebra and 
data handling for my year two class.
Anita Graham
Our scheme o f work display is due to be erected today-1 have to confess I really dont 
think ours w ill be any good and I am to blame as I havent really done anything 
towards the presentation. I basically dossed about watching everyone working busily...
To my surprise our display turned out really good and what was even more surprising 
is that all the six displays o f our group were totally different.
Saskia Corkhill
We had to do a scheme of work and it just went ridiculous.... Well everyone, all the 
tutors go on about this, about this wretched totem pole and so we were then trying to 
make this really pretty scheme of work that had work in it. I just thought that it was the 
most ridiculous thing and I was working with three other friends and I was just saying 
no one would put a totem pole into their file and give it to their headteacher. It's stupid 
to make like a pretty display and we just - it was very sad but we knew our schemes of 
work would not be valued as much if  it wasnt pretty so everyone had gone to make this 
great effort to make like a pretty scheme of work.
This task provided little opportunity for the students to include their recent and relevant 
school experience or contextualise the planning process. This lack of context to apply the 
schemes of work provided students with great difficulty in furthering their understanding 
about the planning process: too much was left to their imagination. There was also no 
room for individual interpretation or unpacking the more problematic areas of planning
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issues, for example, differentiation. The priority instead was getting the schemes of work 
to look right to fulfil course requirements. As the student groups met to plan their schemes 
of work they began to recognise the disproportionate value that was given to the 
prettiness rather than to the actual content. The academic task of writing seemed therefore 
to fall short of preparing them to plan their own for school experience. They felt resentful 
that the real planning for school and individual schemes of work could not be part of the 
course work component. Thus planning and presenting the group schemes of work caused 
much resentment. In principle the group task seemed like a useful exercise, but in practice 
it proved difficult because of the increasing pressures to prepare for school and meet the 
smaller assessment tasks for curriculum courses. The hidden curriculum of the programme 
also communicated high expectations and created a competitive framework which 
students felt pressure to keep up with.
Angela Wade
We presented our schemes of work today. Too much emphasis on prettiness not
enough on actual content o f the work.
The power disparities in this instance created frustration as the assumptions made about 
the learning process were not shared with the student teachers. Here little collaboration 
was evident so the schemes of work became yet another academic task. This kind of 
approach was embedded within the course and the students became unconscious 
acceptors: doing what was required, presenting their work neatly and keeping up 
appearances. Understanding parts of the learning seemed to be given a lower priority and 
completing the tasks was given greater emphasis. Students found it difficult to explore 
issues further beneath surface level.
5.3.1 Mounting Pressures
As time went by the students tended to make less effort to challenge and question the pre­
given demands of the curriculum. Even in their individual study project (long essay) the 
tendency was to choose their established areas of strength instead of developing areas of 
weakness. The pressure to do well seemed to undermine the value of the task and as the 
students worked on their projects being familiar with the subject area was a distinct
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advantage in enhancing their confidence level to fulfil the demands of the assessment. As 
they chipped away at the long assignment they became more aware of the small tasks that 
had been set by each curriculum area which added to the mounting pressure.10 
Vicky Dennis
The Art portfolio is taking much longer than I thought it would. There is also 
contusion over assessment. Do we write a 500 word essay or do I write the equivalent 
comments in the Art portfolio? In the end I wrote an essay. I dont know what the 
others did... Getting started on my essay is still a problem I have read some books but 
there seems to be such confusion in the subject - I'm beginning to consider another 
subject focus. I'm trying not to panic over the work to be in.
Anna Proctor
Planned to spend most o f the day on my resource pack to my long essay. First IVe got 
things like child profiles, PE presentation and planning for Wednesday to finish I 
think it will be a very late night tonight.
Students began to feel trapped with the course demands as it became difficult do 
everything well and for most just getting through the written assignments was good 
enough. The real opportunities for learning did not emerge from the coverage of numerous 
small tasks. As there was little opportunity to delve deeper into the real issues there 
seemed to be more quantity rather than quality. The best that curriculum courses could do 
was prepare the students with a starting rationale and lots of good ideas for practice. 
Uppermost in the students’ minds was school experience and working towards being 
prepared for it.
Chris Wilson
Another long day, spent this morning re-writing part o f my project. I'm up to 5509 
words. IVe worked out the resource pack a bit, but wont write any more until 
Thursday. Tomorrow I'm going into school, I dont have to but feel the children might 
think it strange if  Mr Wilson stops coming in. It also gives some more time to get to 
know them. IVe just finished planning for tomorrow's lessons - it’s now 11 p.m. There 
is still some marking to do which I'll do tomorrow - 1 feel I do occasionally leave 
things to the last minute. The plans for the placement have been sent to [my 
supervisor] as per usual. I will give a copy to my [class teacher] to see what he thinks. I 
actually wish now I hadn't said I would go in tomorrow as I could do with the day off.
College is right to stop before the end of term... planning for the placement has stopped 
again while I do my essay.
This was a culminating point where teacher learning fractured. The students felt as if they 
were jumping through hoops rather than really learning.
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Susan Davis
Someone said that the second term was the easiest o f the three... I just found it so 
stressful. I mean the first six or seven weeks, I mean we had to, we said something to 
[our tutor] because we just felt it was overload and a couple o f tutors actually did pull 
back on the work that they were supposed to give us because of the complaints at the 
reps meetings...! think it was all the assignments and small things we had to do and 
the pressure about the big assignment and you know everyone wanted to get on with 
the big assignment and the little bits o f different courses just seemed you know, too 
much and not necessary.
The assumptions and expectations the course had of developing theoretical knowledge 
through the tasks did not gel with the perceptions students had of being prepared for the 
classroom. Owing to lack of time to acquire a sound base and bombarded by small 
assessment tasks many students started to select more carefully their lecture programme in 
order to have time for reflection on the issues and further exploration of the topic. Gaining 
just enough knowledge to get through teaching practice became justification enough 
coupled with the strong belief that experience in the classroom would lead to greater 
competence.
Anike Carter
I understand the pressures involved more than I did before but I'm coming up with 
strategies to cope with them which is quite important really.
The power disparities that were beginning to emerge were related to conformity issues: 
how the goals of teacher education were communicated and fulfilled. The long assignment 
in principle presented a forum for the students to experiment and challenge ideas with a 
practical component. Although the assessment process appeared to be open and flexible, 
in reality the students found it was quite rigid, providing little room for investigating their 
personal perspectives. The incentive and motivation to create a continuous professional 
dialogue about their developing specialist knowledge became ancillary to the assessment.
5.3.2 Little Stressors
Preparing for the future and getting a job were harsh realities of the second term. Even 
before the students were half way through the course, applying for jobs was a necessity 
and a priority. Setting time aside to look through newspapers, write application forms and
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visit potential schools was high on the students’ agenda. As the jobs race gained 
momentum so did the workload. Creating convincing supporting statements was extremely 
time consuming and had to be fitted in with many other things to do. Compiling these 
personal statements to fit with the requirements of different Local Education Authorities 
as well as just filling in the application forms, meant burning the midnight oil.
Anna Proctor
Well, managed to get another application form done today. Yet again it took forever.
All these different authorities seem to have different formats with a slightly different 
emphasis on each so IVe had to rewrite my statement several times. This school that I 
am applying for sounds the best o f all the ones that I have heard about so far. I really 
liked their mission statement - it was very child friendly. Only thing is that the advert 
didnt specify that the post was suitable for NQTs but never mind, you can but try and 
it's all experience.
Chris Wilson
Sent off seventeen pool application forms. Hope I get something. It seems all too 
fragile - to entrust getting a job to a piece o f paper.
The application rush for many resulted in last minute panics to construct supporting 
statements. Going through this process alone proved to be a nightmare as students found 
little structured support to enhance their written and verbal skills to prepare for interview. 
The students had the strong belief that their supporting statements held the key to paper 
work sifts. They anxiously compared notes on the whys and wherefores to help each other 
get an interview. Finding out whether you had got to the interview stage carried its own 
highs and lows and came at a time in the course when the pace was quickening.
Angela Wade
I had an interview with a Pool today. I was so nervous that I think I screwed it up by 
talking about irrelevant things. Applying for jobs is a bit of a nightmare. The 
application forms take so long for a start and then there's the waiting. I feel like I have 
applied for tons o f jobs but haven't heard anything yet.
Distorted communication about the do's and don’ts meant students received little help and 
support for the application process. The lack of support in this area made it difficult for 
students to seek help and expert advice from tutors. If students had a good relationship 
with their core tutor then they had a framework for support otherwise they were pretty 
much left to their own devices. Extracts from students’ supporting statements:
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Mandy Wallis
I believe that there is a need to maintain a "broad and balanced' curriculum and that 
this should remain central to primary school teaching. The full spectrum of 
requirements made by the National Curriculum and hence my PGCE training, together 
with my range o f interests and experiences and the multi-faceted nature o f my work at 
QUIT, from counselling to radio and television interviews, has meant that I have had 
training that has been one o f enormous breadth. It has also required a high degree of 
flexibility and organisation.
Susan Davis
I chose this profession because I wanted to have some influence on children's 
education. I wanted to make learning fun for all children especially in Science and to 
give them all a good start in life. I believe that each child is entitled to an education 
that broadens his/her horizons in a challenging environment. They need to gain 
confidence in learning and knowing what they can achieve.
The impact of the National Curriculum proved to be a major concern within the 
application process. This was not only apparent to students from the programme but 
projected by schools’ advertisements for subject specialists. This was part of the ongoing 
debate in the press for teachers to be more knowledgeable about specific curriculum areas 
and for an increased focus on assessment, recording and reporting.
5.3.3 Someone watching over us
During the second term of the PGCE the course faced a government inspection from the 
Office for Standards in Education (OFSTED). The inspection visit focused on the Initial 
Teacher Training and paid particular attention to preparation ofPrimaiy teachers to teach 
the core National Curriculum subjects of Language and Mathematics. Lecture input and 
school placements were selected to gain access to the quality of HE provision across the 
different courses. The outside pressure of inspection inevitably altered the dynamics of the 
course. Creating clarity in the policy and practice placed greater emphasis on tutors’ 
performance. The goals of the course were important indicators in assessing quality and 
effectiveness of the programme. Projecting this image further for the inspection was left to 
individual tutors to personalise and exert their professional judgement in relaying this 
message to students. Conveying unanimous messages proved problematic and there were
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a variety of contradictions in translating the policy into consistent practice. Tutors tended 
to employ strategies to try and cope with these contradictions.
From student teacher interviews I have selected four themes which emerged from the data 
concerning the students feelings about the programme’s approaches to inspection. These 
are not exclusive but describe the feeling with individuals and the group:
The vision of teacher education is strongly related to subject specialism and longer periods 
of time in school (DfE Circular 14/93). Most tutors, however, communicated 
frustration with this kind oflTE. On the one hand they recognised the need for change 
but on the other were suspicious of the motives of central government.
Teacher development focused on knowledge and skills expressed through the profile of 
professional development. Students however, did not understand their teaching through 
the competences.
The institutional acculturation tended to overshadow the students’ individual 
contributions. The translation of quality teacher education therefore tended to focus on 
students’ acceptance of these images.
Student teachers felt frustrated about the format of the programme, the illusion of having a 
voice versus the reality of the assessment structure.
There was conflict in the programme as to what constituted an excellent teacher. On the 
one side classroom performance and on the other course demands that impinge on 
practice.
These themes were strongly reported when the students talked about the inspection and 
the way in which the programme projected its image. These issues students remarked on 
as they talked about the inspection.
Anna Proctor
Everyone seems to be in a bit of a panic about OFSTED coming in next week. We've 
been given lots of reading to do which is a pain because all of the other things have to 
be finished by next week.
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Geraldine Chambers
Today we had lots o f instructions about OFSTED next week 
Sandy Fowler
An outrageous lecture about OFSTED inspection. WeVe a good mind to misbehave.
Fancy patronising us with crap about reading etc.
As OFSTED week came to pass, the tensions and contradictions about the visit were felt. 
Saskia Corkhill
OFSTED are in college this week and can't you tell! Even the dustbins are clean today.
An inspector sat in with us in Science today. He really pestered Lisa with 
'photosynthesis' I wanted to ask him how many children under seven years old that he 
knew could grasp the concept o f photosynthesis. I kept my mouth firmly shut though.
Just as well realty as he didnt really look as if  he had a sense o f humour.
The credibility of the course was based on judgements concerning quality. The 
requirements relied to a large extent on institutional policy and practice and the 
consistency between the two. The students’ dominant images of this week perhaps 
communicated very different and even contradictory approaches.11 
Andrea Thorpe
They [the inspectors] wanted to see people with particular things like you know a 
Maths background or with particular kinds o f views but I didn't get involved in any of 
that... I think the college got a bit stressed about it, it was quite funny watching them.
The general meeting that we had when we all got hauled into the Portrait room didn't 
go down too well - we know what to do we just needed the odd word, or we dont even 
need an odd word... In the tutor group you know there was a sort o f panic, 'Oh, dont be 
late next week when it's OFSTED and it's like as if  we were going to be you know but I 
mean fair enough, you see schools going through the same thing.
Behind the mask of inspection was the subtle reflection of the effects and processes of an 
inspection on a teaching institution. Students became increasingly aware of the implication 
of this in their work environment.
5.3.4 Comments
Although there seemed consensus in part with what students wanted from their teacher 
education and what the programme offered (acquiring curriculum knowledge and subject 
competence of the teaching areas in the Primary curriculum, fostering a sense of 
responsibility and developing a level of reflectiveness), the students held different
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conceptions about how these goals should manifest themselves in the ITE curriculum. The 
students wanted exposure to a wide variety of materials, styles and resources to cope 
better in the classroom - the means to the ends to deal with practice. The heaviness of 
tasks and demands here proved to be an added constraint in providing opportunities for 
the students really to think and question their personal and professional perspectives. The 
policy practice in place tended to reinforce a particular type o îprimary teacher. This 
in effect provided very few opportunities for the students to take responsibility for their 
own learning.
5.3.5 Who’s going to be my Supervisor?
As the final weeks of the term approached students nervously awaited the news of who 
would be their supervisor for the final practice. The students considered the supervision 
process to be a kind of make-or-break situation; would the supervisor give them enough 
flexibility or would their demands create further pressure in the practice? The fear of 
inappropriate supervisors fitted into a stereotypical view of being judgmental rather than 
supportive. The conflict between the students’ perception and institutional message was a 
cause of concern. The students felt that the supervisor needed to kept sweet despite the 
fact that some supervisors displayed a high level of insensitivity to their students:
Anna Proctor
I'm a little annoyed I went to school today, walked into the staffroom and there sat my 
school experience tutor [Peter Humphries] there's a bit o f confusion about who actually 
is my tutor as officially I have got someone else, but [Peter Humphries] has assumed 
that I am his student (he has two other students in my school... he claims the college 
have changed my tutor to him but I must go and check tomorrow). Anyway he 
proceeded to tell me that he was coming into class to watch me work. I dont feel that 
this is very appropriate at this stage. I'm still on serial school experience and I'm just 
becoming aware o f individual children's abilities. He even filled in an NCR [report 
form], so it was an official visit I wouldnt have minded if  he'd come in for a few 
minutes and then offered some constructive advice but he stayed an hour. Filled in the 
form and left. His report was good but that's not the issue.
Students articulated problems with supervisors who lacked credibility. The ones who 
made shorter visits and were hardly in the classroom long enough to evaluate the students’ 
teaching performance, let alone be able to discuss the more complex issues confronting 
their learning, were despised.12 The beginning of this supervisory relationship was crucial
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in setting the rules for the practice and clarifying the class teachers’ and tutors’ 
expectations. For most supervisors, reconstructing the supervisory image was problematic, 
as students had fairly clear expectations of the relationship based on past experience. For 
the supervisor getting the balance right between encouragement and positive feedback 
with the agenda for improvement needs to be carefully managed. Because the final 
practice is pass/fail the students tended to lean towards being passive in this relationship. 
Agreement was far more conducive to a successful outcome than disagreement. Trying to 
please however came at the expense of losing autonomy and responsibility. The students’ 
experiences from their last supervisory relationship became very significant in establishing 
a relationship with their new supervisor. Part of this relied on being open and honest with 
the supervisor but this was difficult as students did not want to appear uncertain or 
floundering for fear of communicating the wrong messages. As the practice loomed the 
students became more and more aware of what they didn’t know but found comfort in 
knowing the procedures and assessment requirements the second time around. Solving 
contradictions and cementing the relationship with the supervisor was a high priority.
Susan Davis
[The supervisor] should be quite - don’t know havent spoken to her yet- but I assume 
that she is very tough... I will do some work in the evening and get my file up together 
unlike the last time. She's a bit scary and she wants to see my scheme of work by the 
first week after Easter. What am I going to be doing for the week? Which is even more 
scary - 1 am sure I w ill manage?
Supervisors in general tended to distance themselves from the students. The general 
feeling amongst the students was that in order to complete the course one would have to 
ensure that the ideals and expectations for the school experience matched with the 
supervisors’ expectations as clashes at this stage would be too risky. Working out what 
the supervisor wanted and identifying their thing, was important in anticipating what 
needed to be done in the practice and recognising the necessary adjustments to be made. 
This power relationship between supervisor and student was perceived by the students as a 
kind of trading game. If you decide to participate then you receive the pay off’s. In most 
cases the students complied to their supervisors’ every wish because of fear of failure. As
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school experience got closer advice intensified from all directions which resulted in some 
very confusing messages.
John Harris
[One tutor] said that everyone who foils teaching practice does so because o f their 
lesson planning and funnily enough it is always the men... and I am the only man in 
there and I thought gosh is that me!
The advice on offer from supervisors became like informal assessments. The power 
relationship was clearly seen through each supervisor’s approach. This hidden curriculum 
was implicit in the way in which supervisors communicated with students.13 As a 
consequence the students became tentative and pessimistic about the supervisory process. 
Susan Davis
With tutors you learn to be adaptable and flexible and use your school experience file.
You might not do it the way you want to, you do it the way your tutor wants it done.
Sensible conformity was better than making life hard for yourself. As the one-day serial 
visits developed the students negotiated the responsibility for taking over the teaching role. 
This in many ways forced them to deal with organisation, negotiating and co-ordinating 
the practice. Knowing what to do when and where created some small difficulties in 
setting a framework that would reflect their approach to practice without treading on the 
toes of the class teacher and tutor.
Geraldine Chambers
The way the teacher has talked to me, I understand how she's basically laid things out - 
I know what she wants - 1 know the style o f teaching that she likes and it basically 
marries with how I think as well so I think well the sort o f things I'll be doing is what 
she's been doing. - So basically I think it will marry quite nicely and it w ill go quite 
well.
The do’s and donts still needed working out and as the students gradually prepared for the 
block they were more aware of the hidden curriculum of expectations.
5.4 The Last Few Days in College
The rapidness of this preparation began to hit the students as they entered their final days 
of the course prior to the block school experience. The need for reassurance and
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acknowledgement of the achievements they had made went hand in hand with the 
acceptance that the rest was up to them.
Andrew Mullan
The last day o f teaching at college. Lots o f very strange and sad feelings. Is this really 
it? What have I learned? Will I survive teaching practice? What about a job? I feel the 
course has disappeared, looking back over the course and thinking what the course 
promised. I'm not sure if  it filled all its requirements. It feels like the end o f the course 
but the beginning o f another. This might be because teaching practice is so far away 
from [college]. I think it has been good fun, hard work and pressurised, but at the end 
of the day has prepared me to teach. Looking back at what I was doing before my first 
teaching block, in terms of preparation and planning, the differences are enormous.
Reflecting on the progress they had made was satisfying. Comparing files from last time, 
lesson plans and recognising how they had acquired a greater depth of teachemess was 
rewarding. Having something to fallback on - a list of survival strategies, ideas and 
techniques - was important in acquiring a role. Students also relied on their own pupil 
experiences as fall-back mechanisms.14
Saskia Corkhill
I dont think you have any autonomy as a student. [In the last practice] I was forced to 
teach in a way, well when my tutor came in it was like a show, it was not really me at 
all, it was me doing what she wanted to see really and it wasnt the way that I felt 
comfortable with but the tutor was glad to see, that's what I was doing. I have been 
working in schools [voluntarily] for about seven years and I know now what works and 
what doesnt work. If there is something new then I will give it a try, if  I feel 
comfortable with the idea of it.
Understanding the contributions they made to their own teacher knowledge was 
important. This student made clear that she was not prepared to automatically assume the 
role her tutor expected. Instead she performed consistently emphasising the particular 
aspects of her teaching performance that she was required to show. This student’s 
tolerance level was rarely articulated but her self reflection and internal dialogue created an 
awareness, a level of consciousness which drove her perception of which kind of teacher 
she wanted to be. The means and methods of the course therefore created a level for 
maintaining survival which the students could select from and use.
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5.4.1 Comparing Schools
As the students built on their teaching responsibilities their image of teaching reflected 
broader considerations. Instead of indulging in self analysis, there was a greater 
understanding of the school context and the relative comfort and conflict zones within the 
placement. The broader social and ethical issues became important as students contrasted 
yet another model of education to their own.
Mandy Wallis
It's a very very different school to my last school one... Lots of bad behavioural 
problems. IVe got twelve different languages spoken as a first language in my 
classroom - children from bed and breakfast at Earls Court - 1 mean you know it's very 
different.. The tutor said you've got your work cut out for you there and I think by all 
accounts it has a reputation o f being a tough school.
Realising the diversity within the social context of the classroom was striking. The act of 
teaching was becoming far more complex than the students had imagined. For some 
students there was a realisation about the purpose and function of education in inner city 
contexts and the added problems for a teacher in coping with the levels of cultural, social 
and individual diversity. This raised a number of grand questions concerning the function 
of schools and the role of teacher which had not really been considered to be important 
before. Teaching was more than curriculum, pedagogy, caring and children it was 
concerned with the processes of education and its aims, values and social norms.15
Anike Carter
I am quite aware that I'm taking on quite a big responsibility and I dont want to let 
anyone down, but I am also aware o f my own limitations as well. It does concern me 
slightly that there are certain children I can think o f that I dont have enough 
experience to deal with. I dont think I am equipped to deal with them but you know I 
am going to discuss this with [the teacher] beforehand and say I'm quite willing to take 
them on as long as they realise that - If you know I really need help - if  they're doing 
something which I think is. - It’s unreasonable for them to ask me to deal with them. I 
shall say because it is - even for insurance reasons and things I mean you know. I just 
think there should be a limit and there should be a point where you feel you are coping 
with situations beyond your capabilities at the moment. - So that's a major concern.
Coping with and integrating self doubt led some students to deeper investigation about 
what teachers actually do. During the interviews with the students I was struck by the 
strength of their contemplation and search for meaning in their work. This kind of dialogue
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was satisfying for me as a researcher as the informality and oneness revealed the personal 
tensions and desires which the students had been contemplating. This is where teaching 
became real in that the realities of the job became apparent.
5.4.2 Comments
This stage of the course became about coming to terms with a more rounded vision of a 
Primary teacher. It involved mediating between the conflicting perceptions the student 
teachers had of what teacher learning was supposed to be about and how much of that 
they needed to know. Their vision/story was significant in finding a comfort zone with 
their own practice. This drew attention to a number of factors which the students believed 
to be significant, for example the tutor, the teacher, the school and the assessments, and 
finding a pathway through these requirements. Peaks and troughs in confidence were 
common and the formation of survival strategies was a must. The pressure of the final 
weeks tended to magnify the students’ gaps in knowledge. As they reflected on their last 
placement they could see the missed opportunities and shortfalls of their practice. This had 
a revitalising effect, as teaching was no longer simple, it was messy and complex. 
Developing an educational perspective and recognising the needs and diversity of children 
in the classroom, in part involved the ability to cope with the unexpected the real 
uncertainties of practice.
Geraldine Chambers
I still feel that I need to make that jump to be teacher. At the moment. I'm just a 
teacher of activities and not a teacher o f a class as such so there is still a jump to go but 
I think I'm getting there. I am now more aware o f why things are done and the 
thinking behind them so from an intellectual side I feel as if  I am a teacher it's just the 
practicalities are not quite there yet.
Anike Carter
I suppose I'm sort of thinking o f myself as a teacher as opposed to thinking o f myself as 
a student and I'm starting to feel that I know some of the main issues and how I relate 
to them which is nice... I still feel like there is such a lot to know.
The students still had many unanswered questions about their student teaching and the 
way they needed to move forwards. During the course of the term they had however 
identified a position for themselves. By doing this they had met a number of contradictions
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between their own education, their teaching experience and the college philosophy. 
Rationalising this was problematic but necessary to provide a framework from which to 
negotiate the final school experience. This involved, as Schôn (1983) describes, thinking in 
action - putting themselves into the picture - which contributed to their understanding of 
what teaching involves.
Chris Wilson
I remember having a conversation with [Andrew] on the bus going home at the end of 
term and we were thinking how we have changed and at that point I didnt know. We 
were sitting there thinking well we haven't really changed - we know a little bit more 
about History and Geography, we've got a rough idea about how a classroom works, 
very rough idea... I think having more time to reflect [I realise] I think I'm getting to 
grips with a bit more o f it, how the curriculum fits together. I certainly, I think 
believing in myself as a teacher, that has changed I know.
The transition to the final practice, however, was not so neatly tied up as the deadlines for 
handing in were extended, planning for the practice continued and for the students who 
didnt have jobs the application and interview process continued. Also the time for deeper 
reflection came as there was a small space for rest and recuperation.
Anita Graham
The emotions flying around [over Easter] were abundant I was panicking about 
getting the blasted extended essay and resource pack completed. I was spending more 
time in college than at home. Then I was also worrying about school - not only was I 
trying to get the planning sorted out for the next practice but I was also worrying about 
the interview I am attending this coming Wednesday... In between all the work I kept 
going mental with the house cleaning. Scrubbing everything and anything. Wasn't sure 
if  I was pregnant or if  it was just due to it being Spring. Thankfully it was the latter.
The illusion of a neatly and orderly compartmentalised programme was shattered as the 
holiday came and went and it was time for the final practice.
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Endnotes
1A successful first practice had a significant effect on the students’ belief in themselves as teachers. 
The confidence gained from this carried the students through the second term.
2 This space was like a breath of fresh air for the students and the first real opportunity for them to 
have time within the course structure.
It is useful here to consider what Day (1993) describes as a culture of busyness. The students find 
it difficult to make time but feel liberated when they have the time for contemplation and reflection. 
See Day, C. (1993). ‘Reflection: a Necessary but not Sufficient Condition for Professional 
Development.’ British Educational Research Journal, 19, (1), pp. 83-93.
4 When the students described their experiences they involved strong life history and narrative 
elements which related to their journey and how they arrived at particular junctions in their learning.
5 This was where the students realised their own teaching perspective see Zeichner, K.M. and 
Tabachmck, B.R. (1985). The Development of Teacher Perspectives: Social strategies and 
Institutional Control in the Socialization of Beginning Teachers.’ Journal of Education for 
Teaching, 11, pp. 1-25.
6 The PPD appeared to be too structured. The places for reflection lent themselves to saying only 
positive things as the document itself was too public and the students did not feel that they really 
owned it.
7 Students felt that if they could get along with the teacher and make the effort then they potentially 
had some leverage within the school experience. Teachers were extremely influenced by how 
personable students were. In real terms this meant a weak student could possibly disguise poor 
professional performance.
8 Students began to articulate their value positions once they were familiar with the teaching role. I 
can remember one of the students talking to me about the difference in her teaching and making 
clear preferences towards her own educational experiences.
9 This related to how individual personalities coped with the different demands.
10 Although the students were supposed to choose an area other than their subject strength, most felt 
anxious about getting low marks if they took this risk. Therefore, there was a tendency to choose a 
subject where you could at least guarantee a pass.
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17116 week ofOFSTED - the students realised - was pressurizing for the members of staff involved 
and the programme but the stress came onto them in terms of preparing extra tasks and preparing 
work ready for the sessions being observed by inspectors - which students felt was unreasonable.
12 The students network was very powerful in rating supervisors’ credibility.
Students recognized that particular tutors had their own agendas and used this knowledge to 
manipulate the supervisor relationship.
14 When times got tough the students relied on strategies from their pupil experience to attempt to 
handle classroom management.
15 Despite that feet that most of the placements were inner city classrooms the course placed little 
attention to preparing students to cope with the diversity of children’s needs.
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6. The Final Student Teaching Experience
6.1 Introduction
The aim of the final practice is to enable students to develop and apply their knowledge,
skills and understanding from the college courses to classroom practice. They are expected
to be conscious of their strengths and weaknesses and to be able to extend their expertise
in the classroom to meet the demands of a professional course. In achieving these ends, it
is important that a balance is maintained between academic study and practical experience.
The course structure should convey clear aims and objectives and ensure that students
receive the appropriate level of support and help they require during the final stages of
their teacher leammg. The success of this model relies on good communication between.
the ITE institution, schools and class teachers, involved within the institutional framework.
This involves sharing responsibility for student teachers through planning, supporting and
evaluating their progress across the course and in school based elements of teacher 
learning.
Students benefit greatly from skilful, well-organised and integrated school-based 
experience. (H M , 1991, p. 5)
The continuity and quality of learning in school, therefore, relies on close partnership 
between the college and school. College is where students are encouraged, at best, to 
stand back from experience and develop reflective skills from which they can evaluate their 
development. Moreover, they can begin to articulate their classroom experience: the basis 
of a reflective dialogue as growing professionals.
The main challenge for initial teacher training is bringing these two kinds o f essential 
expertise together in the most efficient way. For example, a predominant anxiety 
among students is their ability to manage pupil behaviour: the control and discipline 
aspects of teaching. Courses in training institutions about classroom management and 
strategies for control are meaningless without the complementary experience o f 
observing and working alongside experienced teachers with personal knowledge o f the 
pupils. (HMI, 1991, p.31)
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Although the programme documentation claims that students are well prepared for final 
practice, from the students’ point of view the compression of teacher education into one- 
year makes the final teaching practice an alarming prospect.
The quality of school experience is assured in respect of individual students, the 
appropriateness o f the particular placements to the individual students needs, and the 
suitability o f particular schools for school experience environments as associate, 
partner or professional development. (Institute Primary ITE Self Assessment: For 
the purpose o f OFSTED 1994/95)
The relationship between the courses and the school placements is difficult to gauge 
because of the variation in classes and schools. Finding enough school places in 
appropriate classrooms is a big problem for all ITE institutions and there is undoubtedly a 
compromise between choosing the most appropriate schools and placing a cohort of 
students. The impact of this is often that students are placed in classrooms where the 
model of practice is less than satisfactory. These kinds of contradictions at grass roots 
level are communicated to students and they see the anomalies between institutional policy 
and real practice. This mismatch erodes the credibility attached to the framework of the 
programme and students begin to question the quality of school based elements.1
6.2 Starting Out
When the students began their final school experience they were already reasonably clear 
about what was expected of them. The progression of the practice would ultimately lead 
to full professional responsibility of the class. This vision drove the students’ own 
expectations of the final practice as being the most important part of the programme 
(Zeichner, 1980). The high value placed on getting first hand experience in the classroom 
coincided with the belief that this was the real test whether they could do the job. Their 
time in school so far had led to a deeper understanding of their teacher roles but had 
protected them from many of the cascading demands of full time teaching. This meant that 
they were still relatively inexperienced in the teacher role, which ironically contrasted with 
their familiarity with the school environment. The shortcomings of this translated the 
professional demands into simpler tasks which skewed their perceptions of the final 
practice. Framing these demands in reality meant there were still many hurdles to cross to
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consolidate their learning and further develop a repertoire of knowledge and skills to shape 
and flavour their teaching. These would provide a deeper understanding of the personal 
and professional role through critical reflection on practice and the deeper exploration of 
the meaning behind their teaching goals.
6.2.1 Serial School Experience
The competitive pressure on the course leading to block school experience meant that 
students had higher expectations of themselves in relation to course work and seminars. 
Informal chit-chats about group presentations - and the inevitable comparisons made - 
from group to group added to this competitive frenzy. This guided students’ attention 
away from the one day serial visits, to finishing academic course work. Tying up the loose 
ends absorbed a lot of time and energy away from school preparation. Although, the 
students’ motivation was clearly towards the block the usefulness of the one-day visits was 
dampened by lack of structure and class teachers’ less-than-enthusiastic response for 
including students in planning for one day per week.2 This meant students tended to find 
themselves jumping between activities and generally helping out, rather than planning, 
implementing and evaluating structured activities. The misreading of the serial days 
reduced the impact of their usefulness.
John Harris
Last day until 1st May when I take over! ! ! Talked to my class teacher about planning 
etc. She hadn't much time to talk to me until now because o f her other duties (she's 
always on duty on Wednesday and she's the deputy head) I can't get to see her.
The practicalities of integrating a student into a class take careful planning. For most 
teachers this is done as part of their half termly planning. This generally meant that the 
period before the Easter half term became less relevant as the students had not been 
included in the teachers overview. The usefulness of the serial visits seemed, however, to 
become more of a therapeutic release from academic courses rather than a nourishment to 
develop practice.
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6.2.2 Structure and Function of the Profile of Professional Development
The cohesion of the serial visits by and large rested on written outlines in the students’ 
Profile of Professional Development (PPD). For schools this information was contained in 
guidance booklets designed for class teachers. These mapped out focal competences and 
related to targets for the practice. Added to this was an extra task for assessment, 
recording and reporting to provide greater clarity for the purpose of the OFSTED 
inspection. This involved specific assessment of Mathematics and Language as curriculum 
areas and focused on students’ use of assessment, recording and reporting in their final 
stages of teacher learning. Inspectors were scheduled to visit a selection of students in 
their final stages of teacher preparation. The additional inclusion of paper systems was 
intended to further support student teacher development through mapping their teacher 
competence. This linked directly to the PPD which expressed the aims of teacher 
preparation at the final stages of the PGCE.3
Examples from PPD Guidelines 1994/95
As you finalise plans for your second Block School Experience, these notes are to help 
you consolidate what you already know about assessment and to develop your record 
keeping skills for the children you will be working with during your time in school.
These notes provide a summary o f the input you have had in both the Core and the 
Curriculum studies courses. They pull together the key ideas and issues as well as 
providing guidance for gathering evidence that will allow you to feed the school's 
reporting system as appropriate.
[Serial visit] Day 7- Show and talk through with your class teacher the progress on 
your projected Schemes o f Work. Block School Experience. In Week One you should 
flesh out your Schemes of Work which do not come into operation until future weeks 
or need development.
These examples suggest that class teachers were adequately versed with the knowledge to 
provide feedback to the students and communicate clear expectations in relation the 
PGCE programme. In reality however, the class teachers were unable to articulate clearly 
the goals of the practice. Students said that most class teachers were aware that their 
advice might contradict the model of practice promoted by the course. Here, the 
discussion with and support from the supervisor was very important in clarifying the 
principles governing the final practice and at a basic level to help students make sense of 
professional demands. Supervisor intervention in most cases bypassed serial visits which
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meant that the first few weeks of block school experience required hurried negotiation to 
get students on the right track. This caused frustration and resentment from many students 
as they had already taken on the responsibility of negotiating with their teacher a system 
for meeting the course criteria. The PPD and stage two focal competences were the 
source of most confusion, both in format and structure.
Chris Wilson
One of the hardest things to be decisive about is the orange folder [PPD]. I showed it to 
the headteacher and she started reading through the thin smaller version and said 
‘what on earth is this?’ Even she found it hard. Eventually, she read through the spiral 
bound one but found it hard going.... It is written in a very veiy complex language. It is 
almost written in a language where the writer assumes you haven't got access to 
someone to ask questions - so you have lots o f unnecessary words and repetition.
Class teachers and students alike had great difficulty in making these meaningful to 
practice. As a result there was little reference made to the PPD as a scaffold for 
professional development. This contradicted the purpose of the PPD as a framework for 
professional growth.4
[The aim of the profile is] to provide a structure in which you can identify and 
prioritise your professional development... It is intended that the file will support good 
communication between the Student, Class Teacher and School Experience Tutor so 
that all matters to do with school experience w ill be resolved locally. (PPD 1994/95)
In reality the burden on students to direct and manage this framework, clarify it, and 
discuss their progress with the class teacher was extremely problematic. Students felt 
uncomfortable with this responsibility as they were all too aware of the tensions between 
the class teacher as an assessor and a supporter. This uncertainty meant it was difficult to 
be at ease, not knowing how open and honest to be with the teacher. This position led to 
reluctance in seeking advice in case this was judged as a potential weakness. The strength 
of this relationship relied fully on the interest and goodwill of the class teacher to provide a 
supportive and positive learning environment. If the students were supported then they 
were more prepared to experiment and take risks with their own practice.
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Anita Graham
The last couple of days have been fairly hard. Thursday we did the follow up to 
Wednesday p.m. lesson and it wasn't nearly as smooth as it was on Wednesday, but my 
[teacher] said not to worry about it.
As the practice progressed and teaching responsibilities increased and the students felt the 
overbearing demands of managing the primary curriculum. Building on planning 
responsibilities was nerve wracking especially in areas of the curriculum where there had 
been little opportunity to teach in the last practice. As they got settled into a routine 
individuals felt they needed lots of feedback and encouragement. For some students 
dealing with further pressures of inspection visits was daunting but helpful in attempting to 
gauge their worth.
Anna Proctor
There is a new Inspector in [from the borough] and he visited our classroom and he 
spent an hour in there fiddling around the papers and he spoke to some children about 
the work they were doing. Before he left he spoke to the headteacher and he said that 
he was not pleased, but very interested in our classroom because the children knew 
what they were doing - why they were doing it and I tell you that was a fluke. - It was 
only because o f before - well in a way it wasn't but before he came into the classroom 
we discussed why we were doing it and what we were doing. It was all part o f the local 
environment Fortunately he picked on a child that was listening, if  you know what I 
mean. She knew exactly why she was doing it but he could have easily have picked on 
another child who you know, who didn't know.
In most classrooms teachers were busy updating paper work for inspection and catching 
up on day to day tasks to give a lot of thought to student teachers’ needs. This led some 
students to feel discontented about the professional network which supported their 
learning. This was even more frustrating when the motives for having students related to 
freeing teachers for marking, record keeping and reporting:
Mandy W allis
I'm not getting off lightly tomorrow (class teacher not in at all doing other things for 
school). I do wish that she wouldn't constantly say to the class things like Tm really 
sony but I can't be with you today.' She is just inviting a reaction (ahhh....) from the 
children - which doesn't make my job any easier.
This obviously had effects on the quality of provision for students in school.5
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6.2.3 Tutor Credibility
The intensive nature of the course and the emerging business culture in the Faculty meant 
that tutors faced the problem of wearing different hats. The increasing pressures on staff 
with growing courses inevitably led to a diversification of their roles and responsibilities. In 
undertaking a wider professional brief there was pressure to contribute to Faculty 
administration, college based courses and outside income generation. These heavy 
demands were intensified further because of the pressure of an outside inspection. This 
meant there was little time for personal contact with students. Although the latter 
understood the pressure and attempted to resist airing their frustrations, there was a real 
sense of concern and disappointment about not being able to establish a trusting 
professional relationship with their supervisors. At the centre of their concerns was a 
genuine feeling that a key part of developing professionalism involved relating to others 
and providing a scaffold for people to find their own pathway through situations. This 
perception came from the ethos of the programme that communicated the importance of 
developing good relationships in the classroom - and for the teacher to be actively 
involved in learning. The students themselves perceived this relationship to be at odds with 
their developing professionalism. Some of these concerns related to unquantifiable 
elements of the tutors’ role which were important to the overall quality of education the 
students received: clarity in communication and procedures set out by tutors on the course 
(e.g. the amount of time the tutors set aside for student tutorials)' improvement in 
continuity and monitoring of the PPD; greater emphasis on tracking of focal competences 
from the first practice across to the second practice. The supervisory relationship in 
general seemed to raise many concerns for the students because of the importance placed 
on tutors professional judgements. In most cases however, the supervisory relationship 
was reduced quite simply to curriculum content and pedagogy rather than scaffolding 
student learning in a broader sense. This lack of student centredness was reflected in their 
commentary about the first few weeks of practice:
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Susan Davis
p i e  supervisor] came in for my first lesson. She basically told me what I should do 
before her next visit! What about what I want to do?
Vicky Dennis
Some [of the supervisors’ comments] were idealistic i.e. display, behaviour - although 
m control of the classroom it is unrealistic to think about moving too far away from the
teacher’s methods/ways without upsetting the relationship.
Sandy Fowler
I have had no help with my planning or no advice and the class seem to respond but 
still I must be in danger of failing... I just wish my tutor would tell me what I need to 
do to pass. I’ve analysed the children's work, made lists o f what each child does. I seem 
to control them okay? I think [my supervisor] is paranoid about OFSTED which 
means extra work for me colour coding my file.
From the students perspective quality time with supervisors was very important. Some 
felt cheated because they believed that they ought to get far more structured guidance at 
this stage of learning. As the tales of good and bad circulated, students began to rank 
supervisors according to their attitudes and concerns. Uppermost in their was the 
credibility of their supervisors; had they been teachers themselves? Did they make 
themselves accessible to students? Did they provide a flexible encouraging framework for 
leammg? More importantly, was leammg enriched by their involvement? As the practice 
gained momentum, the students felt that the supervisors’ comments focused heavily on 
accountability and paper churning, which seemed to leave little space for discussion and 
reflection on their teaching. This created another level of stress and inner conflict
concerning the ability to cope with planning, implementing and evaluating activities in the 
classroom.
Saskia CorkhiU
I have to say that there is a lot of work that I haven't done because I just couldn't find 
the time to do it and I told [my supervisor] I am going to prioritise my work and that 
means sometimes not doing everything
The bumpy transition of the first weeks and working out what was required in a particular 
classroom context by a particular supervisor, were stressful enough. The weighting of the 
supervisors’ judgements seemed further to inflate their power, and developing a strategy
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to bypass these concerns went towards establishing the ground rules for the rest of the 
practice. The first most important rule was accepting advice from the supervisor about 
documenting the practice i.e. writing lesson plans, evaluations and undertaking record 
keeping. The next stage involved working out what was their thing, what they liked to 
see, their subject specialism, displays etc. The final area involved communicating with the 
supervisor during face-to-face encounters; saying the right things or saying nothing and 
leaving the tutor to advise. This situation was exasperated by the class teachers’ 
uncertainties about the specific expectations of the practice and sometimes students felt at 
a loss in this bureaucratic framework which failed to somehow provide an environment 
which allowed learning to take place.
6.2.4 Comments
As HMI report (1991), there is strong evidence to suggest that in general class teachers 
receive virtually no training or induction for their role in teacher training and as a result 
they may be uncertain and confused about what is expected of them. The preparedness of 
schools and class teachers draws attention to the relative quality of support that students 
receive when they embark on their final stages of school experience. The time and human 
resource issues are central to the quality of the school provision in working with student 
teachers. Getting the right conditions for practice therefore, is important in providing a 
learning context where students can flourish. For a student teacher, settling into the final 
practice and taking ownership for teaching involved manoeuvring these relationships. This 
related to the power dynamics as to how the class teachers saw their roles and how the 
students interpreted their teachers directives. In setting these boundaries the students had 
their own personal criteria of success and failure. This is where they interpreted and 
personalised their teaching and attempted to organise the curriculum and related activities 
in a way which would fit into established classroom practice - nourishing the teachers’ 
ideas and desires as well as being able to promote their own ideas. As the practice 
developed, the teachers’ influence diminished leaving the students largely in control of the 
class and responsible for all the planning, implementation and evaluation of the curriculum.
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Supervisor support was pivotal in providing a student centred context where student 
teachers could be learners.
6.3 Becoming a Proper Teacher
As the students settled into the early weeks they became all too aware of the many hidden 
expectations of their role in school. Socialising into the school environment was seldom 
straightforward. The transition to becoming a proper teacher concerned acceptance of the 
school community. In some contexts, class teachers took substantial responsibility for 
ensuring that students felt welcome in school and were introduced to the social norms of; 
staffrooms, notice boards, coffee money, photocopying, and school personnel: secretary, 
dinner ladies, caretaker and other staff. In other placements, however, students were 
forced to suffer a more abrasive welcome:
Saskia CorkhiU
On meeting the teacher in the next door classroom the greeting I received was 'Oh, so 
you are [Mrs Wilkin's] student what am I supposed to say to that?’ I dont appreciate 
being treated like that. I'm coming to the conclusion that teachers are a funny breed.
For others equal acceptance as a learning teacher was much easier:
Andrea Thorpe
The school is really welcoming and together. Everyone made me welcome even the 
caretaker which was such a relief.
Early socialisation into the school and the classroom seemed to have a marked effect on 
students’ confidence. In some contexts this was eased by the class teachers’ empathy and 
conscious effort to help the students understand and articulate their learning. As the 
students established themselves they realised that romanticism about teaching had to go 
and the real work had to begin:
Geraldine Chambers
[The teacher] is very supportive. All my planning went as planned although the end 
product o f Friday's data handling was a bit disappointing! Was particularly pleased 
with the progression Mon, Tues, Wed, the children did some really nice work.
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Sandy Fowler
The whole week went really quickly - unsure o f what the teacher expects o f me. Tells 
me I can do what I like then says other things about what he wants covered!
Jane Taylor
It's nearly the end o f tiie week and I could sleep for a week. IVe sat up late most nights 
trying to juggle my time between application forms, planning and keeping things like 
focal competences and child profiles up to date. Something has got to give.
Early on, students experienced problems in learning to juggle different tasks. This was 
largely due to the fact that, for most, asking for help required a deeper level of self 
reflection and honesty with themselves about what they needed to know. Some students 
searched for the theoretical connections but found it difficult to make sense of these on 
their own. This was partly due to their inexperience and lack of awareness of their own 
teaching style. This was often brought to their attention in unexpected moments of 
practice, where mimicking the class teachers’ style didnt work.
Sandy Fowler
Funny, IVe completely taken over the class, I have had no help with planning or advice 
and the class seem to respond (I did tiy a couple o f things [my teacher] did but they are 
not right for me).
Some students felt trapped in the model of practice in their placement classroom. Here, the 
class teachers were pivotal in developing or squashing self confidence depending upon 
their sensitivity and openness in working with the students. This comfort level often 
related to basic human issues of respect fo r persons which was often the basis from which 
students developed their confidence. Negative exchanges are often impossible to avoid in 
this pressurised environment but they tended to lead to distrust nervousness and insecurity. 
Creating a trusting friendship with teachers was helpful and important in creating a useful 
mirror for the students on their classroom practice. Where it happened this kind of 
personal contact helped students articulate their personal perspectives and understand and 
develop what was important to them as growing professionals. As Coombes (1965) 
advocates, learning to teach is a process of learning to understand oneself and striving 
towards self fulfilment. Where students found the personal contacts difficult there was 
greater anxiety about their acceptance into the profession. This was linked directly to lack
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of self confidence in their ability to evaluate their own practice. The emphasis on self 
evaluation too was problematic as students were nervous about committing their real 
doubts on paper in their lesson evaluations. Where class teachers demonstrated a high 
degree of sensitivity and engaged with students, they reaped the benefits and grasped 
opportunities for insights and experience.
Jane Taylor
I was quite intimidated to start with because I was completely in awe o f [the class 
teacher]... she's such an excellent teacher. Teaching for me in front o f her was really 
quite intimidating to start with... she was really open with me and suggested what I 
could do and that kind o f dialogue was really great
The importance of socialisation was identified by Innnaccone (1963), who focused on the 
social readiness of student teachers to adapt to the school environment. This research acts 
as a useful counterbalance to the usual practice of considering how the different school 
contexts affect student teachers. As Aoki (1983, p.243) notes:
Once allowed into this culturally - shaped world, one is governed by rules o f conduct 
and socially accepted behaviour which are presumed to be becoming" o f people called 
teachers, and by codified ethical prescriptions o f personal and inter-personal action.
Conflicting perceptions of classroom practice were potentially the most awkward 
problems to solve. Students’ attitudes towards final practice were based on the first 
practice which inevitably led to compromise in how they saw themselves in the teacher 
role. Also the stereotypes of teachers they carried from their childhoods were still very 
strong and coloured their views of how they should behave. As Head (1992, p. 102) points 
out:
Student teachers are in a betwixt and between' state in their professional growth and 
development, much like second and third generation children who do not easily fit into 
the 'old country' but are not particularly wanted in their new setting either.
These considerations make the relationship with the class teacher quite crucial. Students 
felt themselves disadvantaged by teachers who for whatever reason failed to spend time 
with them.
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6.3.1 Comments
The hidden curriculum of the school and teachers’ expectations seemed to go hand in hand 
and students had to work out the social hierarchy and find their comfort level within it. In 
some contexts, this was supported through clearly defined procedures in the school, 
particularly where placing students had been identified in whole school policies. Care and 
concern for students’ development had therefore, been mapped into existing practice, 
although in practice it proved to be more the exception than the rule. Socialisation and 
clarity in working procedures were fundamental to providing a framework where students 
had clear goals and demarcation lines within which they could optimise their learning. As 
Tabachnick (1981) observes, the process of becoming a teacher involves a set of dynamic 
social events involving what students bring to a situation and the possibilities a situation 
presents for them to reflect on and articulate teaching goals. What seems to be important 
here is the context for growth and development, including crucially the interaction 
between student and teacher.
6.4 Sometimes You See It Sometimes You Don’t
As the students became more exposed to classroom practice, they entered into 
deliberations about what and how to teach. The intensity of time in school was balanced 
against the time clock of the course and increasing teaching responsibilities. The groans 
and giggles of real practice, making mistakes and finding solutions revealed the more 
painful side of learning. As the students tested out different teaching styles they became 
more aware of their own narratives, values and perspectives. These acted as filters through 
which they began to see and deal with situations in practice. They also seemed to enable 
the students to be more thoughtful about building relationships with the children and 
gauging the appropriate pitch of their work in the classroom.
Dialogue with class teachers and their presence in classrooms seemed benign in the early 
stages. Students expected some form of commentary from their teachers and assistance 
with organisation, planning and delivery of lessons. But often, observational feedback was
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pushed into break time which left little quality time. Class teachers relied on supervisors to 
give most of the professional support and at best the advice from the teacher was in the 
form o î helpful tips, the kind which could be applied directly to the teaching situation or 
general comments capable of specific import. This is best illustrated in students
commentaries in their diaries.
Anna Proctor
I really enjoyed school today, [despite being observed]. Actually, it was quite a pleasant 
experience. Although it is nerve racking and a little bit fake, its nice to feel in 
control... [supervisors] comments were very nice and constructive and I doled out 
responsibilities to my more troublesome pupils, they all behaved impeccably and 
remained on task for the whole time that she was there. Needless to say they will be 
richly rewarded.
Mandy Wallis
Another absolutely awful day.... I wish [the teacher] would stop just saying the whole 
school's gone mad this week’ and actually give me a bit of practical help here - 1 feel 
totally unsupported. It's so demoralising - it may be good experience, but it s really 
disheartening.
In identifying areas for improvement there seemed obvious contradictions between what 
was supposed to happen and the reality of classroom practice. This was evident in the way 
in which students documented the practice and produced evidence of developing 
competence. The OFSTED inspection also provided extra pressure for students to pay 
attention to their written assessment and record keeping procedures. This created a certain 
amount of tension with some students and class teachers as filling in more boxes for the 
purposes of assessment seemed sometimes to be unnecessary.
John Harris
[The teacher] doesn't keep many records to tell you the truth and because she has been 
teaching for so long that she hasn’t got an awful lot o f planning to show to me. It's been 
a bit difficult to be able to - kind of like - take it on and find out what the children 
really know.
As the students’ pattern of pedagogical procedures became more established, critiquing 
their strengths and weaknesses played an important part in raising awareness of their own 
practice, especially when, as the teacher role became more complex, lesson plans no
The Final Student Teaching Experience •  Page -190-
longer secured the success of an activity. This was where the students began to rely more 
on their own ability to read and interpret situations.
Jane Taylor
I think one thing I was surprised at was how much - I'm not sure surprised is the right 
word but how much respect you can actually get from kids by not being you know Ms 
or Mr Authority and by not shouting. - Because before I even started the course I 
heard, I can't remember who it was now - on the play scheme and some I think she 
was a second year student very big woman, mature student, - she had a very big voice, 
told me 'well you're not going to get anywhere with your voice, you've got such a tiny 
voice' and I thought, oh God - is that what it really is? - It doesn't matter how creative, 
imaginative whatever you want all it is, is you've got to have a very loud voice. Well I 
haven't got that so you know maybe it is not going to happen - but no the fact that you 
can, the respect you can get just by I think because I was very responsive, I m very 
sensitive to the children's needs I think more than I thought I would be able to pick up.
Very quickly what's right and when you know able to I think I became a lot more 
flexible than I thought I would be when you're quite nervous and unconfident obviously 
you tend to want to stick to your plans more rigidly and if  your plans are for 11 o'clock 
then we're going to do it at 11 o’clock but I found I was much more flexible. - I 
definitely became more confident because I would sort of think no there is no point in 
doing that now, I can see the sort o f mood that they're in it would be a waste o f time, 
they wouldn't take it in I would just have reintroduce it tomorrow, there is absolutely
no point and I didn't realise I would get to that sort o f-I  don't know what that is really,
I suppose it is confidence.
Learning from experience and diagnosing and evaluating situations in motion led to lots of 
highs and lows. These went alongside trying to improve all the other skills and techniques 
applicable to practice. Students learned to identify patterns of difficulties and what led up 
to them:
Chris W ilson
Today was okay but I do need to make sure they are all very quiet before I move them 
on. On the one hand I am trying to keep them on task and on the other move them 
onto the next bit.
Mandy W allis
I had a series of activities planned this afternoon rather than an Art lesson - it was 
exhausting! (Juggling all the stuff). All quite useful stuff but a mistake having them in 
succession of activities - useful for end of day sessions.
Gaining children’s attention and understanding the tools of practice guided students’ 
effectiveness in recognising why some activities worked or didn’t work. This in itself 
happened through an exploratory phase of their teaching where there was a void between
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practice and feedback. The structure of the feedback itself proved to be important not only 
in guiding the students’ actions but in affecting their confidence.
Vicky Dennis
It only happened a few times - little things like [the teacher] butting in, things like that 
iinHprmine your judgements and at some points in the practice I didn't know whether I 
was in charge or she was in charge.
As students worked on their skills they began to develop their own rationales for practice. 
For some students, classroom experience was in direct contrast to the richness experienced 
in the curriculum courses where the context had provided scope for exploration and 
broadening of their perspective. Finding workable realistic goals for practice began 
therefore, with self exploration and the students developing their own theories of teaching 
which then could be applied to practice (Bullough, Knowles and Crow, 1992).
6.5 Classroom Control
Establishing management and control in the classroom requires student teachers to 
establish their own territorial boundaries. These boundaries not only provide consistency in 
maintaining some of the class teacher routines and procedures for behaviour, but also 
some level of continuity because the children are already well versed to respond. The 
whole area of management and control is often a grey area for student teachers. During 
the early weeks of block practice, establishing the boundaries and recognising when and 
how particular strategies could be used are vital in communicating to the children what is 
expected of them. Extending these strategies was important in establishing an effective 
role.
Andrea Thorpe: Teacher Feedback
I observed and we discussed two particular aspects: (i) you as the authoritative teacher 
maintaining discipline and (ii) you in role, leading and encouraging the progress of the 
lesson. You are developing an appropriate tone of voice when speaking to the children 
and are able to settle them down at the beginning o f lessons or stop them mid flow.
You should be encouraged by this... We discussed how you could give the lesson more 
structure and coherence with a clear idea of where it is going. You also discussed with 
me a variety o f organisational strategies which could promote more effective learning.
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It was difficult for students at this juncture to move beyond generalising from their own 
experience as it was difficult to make objective judgements about their teaching 
performance. As they began to understand the key concepts related to the teaching of 
particular subjects they developed a deeper understanding of whether something went well 
or not. Therefore, reflecting on the supervisors’ and class teachers’ feedback allowed them 
to contextualise and articulate their learning. Within this dialogue there was an increasing 
critical awareness of what kind of teacher they were becoming:
John Harris
I think that I'm more reflective on the things that I do...you have to kind o f think a lot 
more about what you are doing.
Negotiating classroom power in the early stages often led to conflict as the children also 
wanted to test the boundaries of the students’ inexperience. Getting some kind of system 
worked out was an important priority to the students in projecting a competent teacher
image:
Anna Proctor
One of the first things I got the kids to do was create some classroom rules and merit 
procedure. Next I taught Science - food energy (Tm always teaching Science - so, 
much for being a non-specialist with no scientific knowledge). It's strange how your 
expectations and opinions change when you have sole responsibility o f the class.
Before when [the teacher] was in the class IVe never been bothered by the noise level, 
but today was completely different. I became paranoid that the class was too noisy.
Mandy W allis
A  truly awful day! [Teacher not there] in fact she was not replaced by anyone! Hardly 
ideal - a notoriously difficult school with a bunch o f kids who could be guaranteed to 
play up and they did. It was not naughtiness - it was disobedience and rudeness- there 
was something very adult about it  Not that I couldn't have coped with that but there's 
worse to come! A  fight started between David and Gabby - and I really do mean a 
fight! Having split them up, David stormed out o f the room, upturning the desks and 
sweeping things off the shelves as he went [The teacher] rang me in the evening to see 
how it had gone. I have to confess to bursting into tears on hearing her voice - awful!
She was so nice about it though, and very supportive. What a start!
Taking over the class and the associated expectations were daunting. The comfort level 
with strategies for management and control meant that in some instances students relied 
on survival strategies to get by:
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Andrea Thorpe
Was a horrible day - feel absolutely shattered and demoralised. Drama session they 
played me up dreadfully and I was being observed. So cross that I stopped the session 
and took them back into the classroom. Got told it was the right thing to do but wasn't 
angry enough with them. When we got back to the classroom. I was so upset I was 
shaking - it didn't show but I felt it. My class teacher very supportive and suggested 
ways which I could improve the session for tomorrow. Felt very low and absolutely 
shattered!
Different learning situations increased the pressure. Was the activity planned at the 
appropriate level to keep the children interested? Was it organised in a way which 
encouraged children to work at their own level? Was the content appropriate to the 
children's interests’ etc? Covering the curriculum and applying these principles involved a 
very important personal dimension which some students were successful with, whilst 
others depended largely on everything they could get their hands on because of their lack 
of clarity in articulating the principles of a working model of practice. Recognising how 
they gradually managed these stresses and developed positive outcomes was an important 
part of personal development. Here, students selected from the teaching skills they had 
learned and applied them to situations. This approach was not however, without its
problems.
Andrew Mullan
Well I tend to think that I'm fairly easy going and my tolerance is quite high. I think I 
came through quite a lot in the practice but there were occasions when I was - I  was 
not acting. There was one day when I could have quite happily given a child a smack 
and it was the worst day of the practice I think. I dont know I think I was tired and it 
just - things started to get on top of me and I just l ik e -I  could really give that kid... 
and that was the day that I picked this lad up and - 1 could have quite easily and that 
surprised me. It surprised me that I was capable of being like that, as being as angry 
but it was good because now I know how to act that way. Do you know what I mean?
Act angry because it happened on occasions that I would pretend to be as angry but 
didnt feel it inside, which was good.
The initiation into classroom management for this student was overwhelming with all the 
paper work, planning and thinking ahead. His identification of anger and rage in this 
incident and shock that he was pushed so far had awakened awareness of his own 
limitations from which he reflected on. During an observation visit to Chris Wilson it was 
obvious that classroom management had become the main focus in his teaching.
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As I walked into the classroom it was like hitting a barrier of noise. [The student] stood 
at the blackboard working out a Mathematics problem (subtraction). I seated myself 
and tried to get a sense o f the classroom. I first noticed [the student’s] obvious 
nervousness as I had never seen him quite so serious and concerned - he looked very 
fraught... [The student] worked through an example on the blackboard (which he 
wrote on a slant). D oes everybody understand? [he asked] - open question which 
resulted in a mass reply Y es!’ It was obvious that quite a few children didnt 
understand. The rowdy bustle continued. This class was obviously quite challenging 
and (multi-cultural). [The student] appealed for everybody to listen, the children 
continued to talk (he didn't follow thorough his control therefore, the children carried 
on talking - management and control was being pushed by the children), lots of subtle 
misbehaviour - off task. Again raising the voice he asked for quiet, but shouting this 
time 'I asked you to settle down.' A lull in the noise followed. He was very conscious 
that he was not fully in control and also aware that I was sat in the comer o f the room.
A line o f children started to follow him around. Noise level high and rising - the class 
working but obviously playing for as much as they could g el Some children left the 
room unnoticed. Boys in the comer fighting. [The student] at this point with his back 
to the class - not really looking around at everyone but concentrating on the child he 
was working with. Another request to keep the noise down - didn't wait - request 
ignored. Another teacher comes in to check that all is going okay and pupils knock at 
the door but not heard. [The student] asked the children to put their pencils down and 
stop - they didn't stop. He asked them again then angrily spoke to a small group of boys 
who had refused to listen 'Are you going to stop now fellows? He began to look angry 
and upset As the activity progressed so did the flow of bad behaviour. The boys in the 
comer were fighting [The student] approached them and confronted one particular 
boy. The child challenged him, asked both boys to leave the room
[The student] came to see me that evening to ask me what I had thought o f the activity, 
he already knew it wasn't successful. I explained to him that my role didnt involve 
making judgements about his teaching. He said 'okay' but still tried to push me to some 
kind of comment. At this point I turned the question around and asked him what he 
thought his strengths and weakness were. He talked about the problems he was having 
with management and control and that this was his biggest worry. The lesson I had 
observed was a typical day and he was in turmoil trying to manage - knowing the class 
had got the upper hand. He clearly hadnt worked out what strategies worked for him 
and certainly the necessary management skills, resources and organisation of the 
children or his role - communication and body language. He talked at length about the 
problems across the school and the low expectation o f behaviour. He said that nothing 
was fully followed through in the school therefore the children felt that they could get 
away with things it felt like there were no limits. The staff comprised o f many young 
inexperienced teachers who were just surviving with the children (according to the 
student). Also, the headteacher was fairly new - problems across the school 
considerable - one teacher is awaiting a disciplinary hearing for mistreating children in 
his classroom.... Underlying tensions quite considerable. (Field notes, M ay 1995)
While this student felt the obvious pressure to acquire the skills to manage children's 
behaviour, the school structure in this instance provided little support for him to be 
effective in selecting appropriate strategies for effective teaching. His expectations of his 
own development therefore could not be fully realised. What he saw was the children's
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resistance to his attempts and he also knew his lack of experience meant it was difficult to 
remedy some of the problems he faced. This struggle was primarily negative and the only 
positive reinforcement came from the class teacher who also experienced problems in 
managing the children. Incidents like this however, provided an insight for this student to 
see what kind of teacher role he had slotted into - this was essentially a traditional role of 
the teacher as information bearer, therefore, his approach had been based on leading from 
the front in quite a direct way. As he reflected on this he began to consider alternative 
approaches to extend and build on the skills he had acquired. He was not alone in 
recognising the complexities involved in creating boundaries in the classroom:
Mandy W allis
Another dreadful day - just when I thought it was coming together- a fight in the 
classroom. I left [school early] for an interview - by the time I got to [the interview] I 
rather felt like I never wanted to set foot into a classroom again, let alone commit 
myself to one for a whole year! The interview went quite well - at least I could answer 
all the questions on behavioural problems fairly convincingly.
Anike Carter
I mean I really feel for [The teacher] because she has had a whole year o f it and she 
looks, she just looks terrible, absolutely terrible. She's got them all the time and you 
can see the dread her face... someone has to do it, they need a teacher, you know... The 
worse thing was the way the children, it sounds terrible but it's the way the children 
are, it's - which you cant change. You cant change how people are and the way they 
talk to each other and the way you know that they think about themselves and the way 
in which they respond to new experiences and you know, they've just got no idea. I 
mean they really dont know how to behave with adults and teachers and people in 
authority. They treat them the same way as they treat everyone else and they don't 
realise that they are being rude and they are extremely rude but you cant, you know 
you almost cant tell them because they dont know they're doing it and if  you try to tell 
them they immediately go against you. You have to find an alternative way of 
achieving some kind o f control. At the end o f the day I just thought it was impossible 
and I had failed as I hadnt achieved what I wanted to do, then I just started again - go 
in with a new set o f strategies and a new set o f objectives and again some of those 
might fail and that's what [the teacher] had done all year and that's what I did... It 
really makes you self aware, you study everything you do, you know, everything you 
say to them.
Anike’s conclusions led to questioning about the wider issues related to her role as a 
teacher. This questioning did not however, lead to her finding immediate solutions but 
directed her towards strategies to increase her effectiveness in the classroom. Developing
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different approaches would however take time and this would go beyond the duration of
the teaching practice.
Vicky Dennis
As the weeks have gone on the class seems to have got noisier in line; I have raised my 
voice. I have therefore, decided to try different strategies for gaining attention. They 
seem to be working so far.
As the real world of teaching became apparent, getting the best from the children and 
engaging them in learning was viewed from different perspectives.
Anike Carter
I think that's been a really good grounding for me in that classroom because, that's 
what you did all day every day... try to reach some sort o f compromise all the time 
because it never ever was going to be perfect.. .You had to think about it and think how 
you could be positive, how you can achieve something every day, even if  we're not 
going to achieve what other classes or other children or other schools might be aiming 
for.
The children in this context had become a source of inspiration and as this student found 
out what worked with the children, the activities were more successful. Being aware of her 
own education she reflected on how she could relate her own learning experiences to the 
children in her class. For this student often the most uncomfortable incidents in the 
classroom provided her with a source of inspiration. Many students struggled as their own 
images of teachers’ work were not what they were experiencing inside the classroom. 
Comparing their ideal with the reality led to feelings of inadequacy. Developing 
relationships in the classroom is the very basis of classroom control. This was something 
that was taken for granted by most students rather than something which they had to 
achieve. Students did, however, have problems in discussing these kinds of issues and 
being honest about their struggles and doubts:
Anita Graham
They knew I was the teacher but I was still not quite in control, you know I didn't have 
the total authoritarian approach which sometimes wasn't a bad thing because I was sort 
of almost able to blackmail the children to work.... On occasions they knew they could 
push me further than their class teacher... [My teacher] pointed this out to me and said 
that I wouldn't be able to do that kind of approach with year three, which is what I've 
got in September but then I knew that anyway.
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Striking the balance for maintaining control was extremely important in establishing 
confidence and selfesteem to extend and experiment with practice.
6.5.1 Signs of Failure
For three of the students involved in the study the clock ticked away and they failed to 
identify appropriate strategies to handle problems they had with classroom management. 
For one student in particular, asserting himself and finding his role in the classroom had 
been problematic from the beginning of the practice. The children had continually 
challenged the student and, during the mid point evaluation of teaching carried out by a 
moderating tutor, it became clear to this student that he had major problems:
Chris W ilson
Showed a video this morning, deciders.... The moderator was coming in. - 1 had major 
problem calming them down. The boys started playing around at the front. Not a good 
lesson to observe... I was veiy tempted to abandon the lesson and try something else... 
the lesson was very noisy, not controlled, worksheet unable to complete, as they didn't 
have the information that they needed. Moderator not impressed.
The advice received from the moderator and class teacher was consistent and tried to 
suggest ways in which the student could gain control of the children. They both believed 
that the student’s approach to teaching was far too teacher led, setting tasks and stepping 
back, expecting the children to have the necessary skills to cope with the work.
Moderator’s comments:
Clearly you have several strategies for classroom control, these do however need to be 
consistent and clear... you miss your main opportunities to settling and focusing the 
class on the carpet and then had to constantly battle with petty interruptions.... The 
class needed to be moved on more quickly. Misbehaviour showed their restlessness... I 
would like to see you more assertive in your approach and working more appropriately 
at the children's level.
The student reacted quite badly to the advice. His frustrations were rooted in his images of 
the teacher role as he saw himself as a teacher already.
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Chris W ilson
The moderation was a joke... what about the rest of the situation, the environmental 
factors, the person's own point o f view. Tutors have been telling me to try and think of 
something other than teaching!
The evaluation of his progress and the notes from the moderator’s observation shocked 
him. In reality he did have difficulties in reading the situations in the classroom, as a result 
he failed to take the opportunities offered to him to maintain control. Although the class 
teacher and tutor stood on the sidelines they had attempted to ease, guide and advise, 
focusing on the strengths. He took no comfort from this and angrily offered criticisms 
about the supervisor and teacher. After the moderation visit the supervisory meetings 
became more intense, the supervisor observed more frequently and the teacher offered 
more advice. The access to this network however created more dilemmas and pressures 
for the student because of the sudden intensity and surveillance. He could only return to 
the strategy which he had carefully worked out over the practice as he could see no other 
approach to teaching. Despite his tutor’s attempts to guide and redirect the practice, the 
student found it difficult to evaluate the appropriateness of his strategies. He tried to 
implement his tutor’s advice and work in a different way but this backfired as the children 
resisted his attempts to implement change. This resulted in a desperate attempt in the last 
few weeks to survive the practice which he convinced himself he could achieve. It 
therefore, came as quite a shock when he received notice of an external examiner’s visit. 
He focused all his efforts into surviving this:
Chris W ilson
The external examiner came in today. [My supervisor] had suggested I teach a nice 
short controlled lesson, with the children writing or something similar. I chose a 
writing exercise on fire, read them a short story then asked a few questions. They 
picked up and brain stormed lots of fire ideas, shared a few experiences o f what fire 
might be like, then started writing about it. I had prepared an A4 sheet with a house 
outline, within which they could write their stories. These could then be coloured in 
and put up in rows. Very quiet lesson, the children working and concentrating on their 
work. I felt that the brain storming might have gone better. I think next time I would 
have more fire pictures and would have done the fire spellings test the day before as 
originally planned. The external hated it. He said it was boring and dull and wanted to 
see some action. When I pointed out to him that the action would come later on in the 
afternoon with the stories being turned into short drama productions he was 
unimpressed. I think he wanted to see the dynamic part first and then the boring bit. I
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was wondering then how one would present the second part o f the lesson first without 
the children having done the writing to use as acting pieces? The children liked the 
Moses story and the burning bush. I feel that they linked the ideas together well. I 
think though next time I would concentrate on more action into the story and focus on 
the children participating in it  This seems to be how my teaching is developing, from 
a static style to a more dynamic type o f teaching.
Despite feelings of despair, he struggled to play the teacher role. He made renewed 
attempts at gain ing  recognition but fundamentally he did not realise the extent of his 
shortcomings until the results from the external examiners’ meeting:
Chris W ilson
I got the results from the examining board. They felt that I had not yet reached a 
satisfactory standard. Headteacher very shocked and miserable as to where she had let 
me down. Class teacher upset and feeling guilty - should have given me more input.
I'm relieved it's now over... I feel very flat and depressed and very unteachery this 
mnming I felt like walking out o f school and never coming back. I still do feel like 
that. All that effort and someone comes and says 'no you’re not good enough, you cant 
teach.' Well if  that's the case what's the point. I do feel that the college could have been 
more supportive. They say they will help but I feel that they could have put more effort 
into helping me. They seem to have been very keen to fail me and unsupportive in 
helping me pass.
The support after student teaching did not provide this student with the answers he wanted 
to hear. He was angry and disappointed and felt let down. He could not face going to 
college to meet with the programme convener for fear of meeting some of his peers. He 
had failed and it was difficult to see this in an objective way. During our final interview 
away from the intimacy of the school there was freedom to reflect:
Chris Wilson
What hit me was how badly I controlled the children. I was surprised I could be so 
terrible to them. I really got annoyed and that shocked me... I think how little I 
organised some things... I think I was losing my cool a bit sometimes. I think certainly 
towards the last two weeks as though I had to prove myself and it was - 1 thought I'd 
been doing that and I hadn't - [my tutor] told me I hadn't been... I think I need to ask 
more questions, I need to be more o f a questioner.
As the resentment lifted there was still a feeling of defeat and lack of clarification about 
formulating an understanding of the teacher role:
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Chris W ilson
It was very weird being surrounded by people who said "yes it's fine' and people who 
didn't see me regularly were saying 'no' and I was thinking well how do you know, 
how do you really know what I'm up to. How can you, come and get a snapshot o f forty 
five minutes or half an hour - externals. How do you know what's going on? I think the 
whole system of appraising, working out whether someone has passed, is really wrong 
basically because they are only taking snapshots. They are not listening to people who 
see you day in day out or know what you are doing... I think I feel let down by them, by 
the course because they weren't listening. They were supposed to be nice and friendly, 
caring, listening.
The contradictions remained as this student departed from the course. He saw his own 
classroom competence being judged in black and white distinctions, rather than through 
the rainbow colours of practice. Although failure did not come as a surprise he could not 
understand why somebody could not instruct him to success and give him an instant 
solution. He did not realise that the solution had to come from within him. As he 
attempted to cope with his failure he confided in other students one of whom was involved 
in the research. Her perception mirrors the anger, frustration and misunderstanding about 
the situation:
Anna Proctor
Perhaps that's why I was really floored actually by [Chris]. Because you always get this 
impression that when the tutor or when anybody's coming they're looking for faults 
and it's going to be such a nerve racking horrible experience. - Yet the experience all 
the way through sort o f disproves that and every tutor's been - although there might - 
okay sometimes they might say something that you don't quite agree with. But most of 
the time they are pretty positive and you know you get a sense that they want you to 
pass and the Moderators were the same and yet everything that [Chris] has said to me 
has disproved this again you know. He sounded like he had such a rough deal maybe 
he wasn't telling me everything.
6.5.2 Comments
The need to make the classroom into a place for reflective learning was possibly the most 
challenging part of becoming a teacher. Making planning realistic and achievable and 
valuing the children's contributions happened within an integrated framework. This was a 
fine balance between managing the classroom learning and managing the children's 
behaviour. As students struggled with defining their role and reflecting on what had gone, 
they began to acquire their own teacher knowledge. This in many ways directed their
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decision making in the classroom and implicitly included parts that they could not change. 
Communicating and interpreting the classroom conditions proved crucial in harmonising 
the learning. Where students could adequately read the context then their intervention 
could be worked out appropriately. However, this level of evaluation was not realised by 
some students despite receiving guidance and help from class teacher and supervisor. Chris 
Wilson relied on what he knew about teaching to get by. This heavy reliance on the image 
of the teacher as expert and children as receivers meant his teaching leaned towards a 
more formal lecturing style. The children's lack of participation in the learning led to 
misbehaviour which he could not handle. In the later stages of the practice he continued to 
replicate his practice despite the alternatives presented to him. He left the course still with 
anger and frustration but with distance from the practice, and reflection on his means and 
methods, he would figure out why he hadn't achieved the goals of school experience. 
Management and control and developing coping strategies proved to be the highest 
priority in gaining professionalism. This was related to appearing competent and being able 
to show competence to the assessment audience. Even to the last days the students were 
aware of balancing management and control.
Anita Graham
I cant believe this is my last day. It only seems like yesterday that I arrived on my first 
day! Kids were a bit high and almost expected an easy day... We had a little incident 
with young [Martin Floss] who thought it was okay to yell bollocks' in the class - but 
apart from that the day was quite relaxing.
6.6 Engaging the Personal with the Professional
The final weeks of the practice were, despite the pressure to co-ordinate all the teaching 
demands, much more relaxed. The common sense approach to teaching seemed to guide 
the students through. This allowed them to make connections with practice and 
personalise their approach. Throughout the programme the pressure had obscured their 
ability to frame how they fitted into their own teacher world, the personal and professional 
dimensions of being a teacher. The raised level of consciousness was apparent in the final 
interviews as they discussed their personal orientations and talked about the final stages of 
practice. They saw school experience as a game where they had the responsibility for
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making the most out of the situation. All were aware of the problems that the school 
context brought and the luck of the draw in getting a good or bad school. Throughout 
these pressures however, the students understood that the final practice only provided 
them with glimpses of real teaching:
Vicky Dennis
I think the most difficult points came right at the beginning o f block school practice.
You sort o f tend to panic and think what on earth am I doing here? - And you know I'll 
never be able to manage especially as you sort o f ease into taking the whole class and 
the whole class planning and that sort of thing - and you think, I w ill never be able to 
manage this you know and you sort of get a panic attack. Oh God! It would be much 
easier just not to do this... and when things aren't going right with my family that sort 
of affects you but you know that you've got to keep plodding on with the teaching and 
separate it but you can't.
Anita Graham
Sometimes I think college is in a slightly different universe to the real world and some 
of the things that they were teaching you on the course are fine to apply into the 
classroom but you cant do it all the time.... The course gives you the impression that it 
always has to be really lively work and it's got to be exciting and it's always got to be 
practical. I tried it for a week and I was physically exhausted. My teacher said you just 
can't do that not only do you wear yourself out then, by doing that you're not giving the 
kids your best...not trying to be a flash teacher but finding a balance so you dont wear 
yourself out
What these interviews revealed was the richness of the students’ reflection and analysis of 
their own teacher learning. Their perceptiveness in selecting and refining ideas from 
practice and the ways in which they began to nurture and develop particular 
methodologies for teaching were related to the flexibility of their personalities and 
adaptability to change. This personal dimension was directly linked to the way in which the 
goals of the practice were managed and enacted by the supervisor and class teacher. 
Where students were encouraged to be autonomous and assume responsibilities and 
decision making then they could articulate and improve their approach. Realising what was 
possible and not possible were part of rationalising and measuring personal goals:
Anike Carter
Well I suppose determination really, I mean and also realising how it is in the real 
world. I mean it is not an ideal world you know you might not get the perfect 
classroom and you have to deal with what you've got as I said. You might not have 
enough resources, you might have children that are difficult and it is just knowing how 
you can do your best and meet some of the requirements of the National Curriculum
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and also try and you know help the children to develop in the ways you think are 
important with what you've got. I think that's really been a very good grounding for me 
in that classroom because that's what you did all day every day, was try and make do, 
try and reach some sort of compromise all the time because it never ever was going to 
be perfect or was going to be ideal. I was going to achieve the things that were 
probably national average or whatever. Those kind o f things you know you just would 
have failed every day so you had to make - you had to think about it and think how can 
we be positive? How can we achieve something every day? Maybe sometimes we're not 
going to achieve what other classes or other children or other schools might be aiming 
for. I think I learned how to do that and I learnt to be very patient, endlessly patient.
Reflecting on this situation enabled this student to develop her conceptualisation of 
teaching and further extend her ideas concerning the role of the teacher and the quality of 
life in schools. School experience was a far broader experience for most students because 
of the many tasks to complete in the classroom and opportunities to practise teaching skills
and methods:
Anita Graham
I dont think I ever thought this is not what I want or I'm going to jack the whole thing 
in. I dont think there was ever a time when I did that. There were a lot o f low points 
though - particularly coming up to the last week so that it would have been the week 
before I just was running out of ideas and I didnt know where I was going with the 
things that I'd done already. A couple o f times during the week and I was - Oh God! - I  
wish it was the 23rd now, I just want to give it up or if  I was up until 11/12 o'clock 
marking I wouldbe just like this... sitting there trying to struggle through all the stuff I 
had to do and think about
There was an ideal context within which to make self-assessment decisions.
These often led students to de-centre and empathise with pupils as they recalled 
their own experiences as children:
John Harris
I did like an enthusiastic teacher who praised me and praised my work and I can 
remember liking my work being shown in front of people and I used to like other 
people saying that they thought it was good.
Anike Carter
I was trying to sort of build them up - and my experiences at school helped me to think 
you know it really does matter that they sort o f be positive about themselves and they 
are encouraged and every time they did they contributed or they did something I tried 
to sort o f praise them for it and then help them to think, yeah I can do that, yeah maybe 
it's okay to speak out, maybe it's you know it's all right to have my own opinion or you 
know because a lot of them dont think it is at all.
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Andrew Mull an
It's funny IVe had, I think other people have had it as well, flashes where you've gone 
deja vu - yeah wow, I can remember being like that I remember doing something like 
or not doing something like that.
What the class teacher and supervisor thought of them was also important in validating 
these perceptions. Whether they felt misjudged or not, the students took these into 
account in their self assessments and thus the process of reflectiveness was enriched. The 
reflection in their diary entries and replies to interview questions illustrated the student 
teachers’ freedom over the process and means of reflection. So, overall, through reflection 
on practice they developed their needs and interests and exercised their choices and 
priorities.
Throughout the research and particularly in the final observation visits it was obvious 
when the students’ images of themselves did not match with their practice. Often they had 
both broad and narrow intentions which were revealed in the final interview dialogue. The 
students reflected on whether they had fulfilled their intentions for the final practice. 
Frequently of course, there was mismatch between their theories and what they were able 
to achieve in practice. This created dilemmas concerning what to do and how to act which 
could not be easily accommodated within the classroom structure. The school policy for 
student teachers, the expectations of the class teachers, supervisors, tutors, the 
assumptions about teaching and learning which were demonstrated in the practices of 
particular teachers, the attitudes and values of the teacher in assessing children in their 
teaching groups, their models for managing behaviour - all these are factors in the 
‘product’ of successful classroom relationships. From discussion with the student teachers 
individually, it was apparent that for most, the school placement had provided a rich 
context for learning.
6.6.1 Comments
Difference between rhetoric and reality in the final practice raises questions about the role 
of the class teacher and supervisor in student teacher reflection. The nature and style of
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interaction in school practice and the ways in which the programme structured the goals 
for teacher learning were important in identifying whether student teachers could think 
through, plan and sustain classroom practice. The class teacher - if admired by the student 
- has immense power to affect the student’s confidence. Indeed it is virtually impossible for 
a teacher to rid herself of it for, as the diaries and journals show, the students are 
indefatigable in seeking and sensing the teacher’s inner commentary on their performance.
As for the PGCE tutors, their chief perceived characteristic in the eyes of the students is 
that they are embedded in ideal (not necessarily idealistic) structures. The students seem to 
appreciate that this is inevitable: if a tutor is concerned with Mathematics then the 
incredible range of actual classroom conditions is impossible to do justice to, so the focus 
is the relationship between subject knowledge and the pupils. Final practice leaves much to 
the students to resolve. Small wonder that it provides a stockpile of issues for later 
reflection.
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Endnotes
1 Students found that the real organisation and management of school experience was far from 
systematic and many anomalies occurred between policy and actual practice.
2 The realism of class teachers’ demands meant that the one-day visits were often of little use in 
allowing the students to take a lead role.
3 The students attended a compulsory briefing session to prepare for the OFSTED visits during the 
Summer term. Each student was given a guidance booklet for Mathematics and Language 
activities.
4 The degree of support students had in implementing Focal Competences depended on whether the 
tutor was well versed in using the framework. The students who had less experienced members of 
staff or temporary tutors were generally at more of a disadvantage.
5 Students were quick to recognise the school’s motives for having students particularly in a term 
where teachers were involved in report writing.
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7. Reflection and Discussion
7.1 Introduction
This study has described seventeen student teachers’ continuous accounts of their learning 
across a one year PGCE. It specifically described the process of a professional programme 
at work and the tensions and contradictions student teachers face. It has also considered 
the context in which the PGCE programme operates and the influence of policy on 
practice within a single institution. Although this chapter does not pretend to be a general 
critique of policy and practice in teacher education, it points to a number of tensions and 
disjunction’s between rhetoric and reality. The chapter reports the evidence which 
supports that the progress to becoming a teacher is shaped by three clusters of experience: 
school, personal being and college. The chapter concludes with a concerned comment 
about the changing values of teacher education.
In studying the process of becoming a teacher I have found three clusters of interacting 
experience: (i) school, (ii) personal being and (iii) college. School experience involved 
preparing for teaching, relationships with class teachers, and fitting into the school culture. 
Personal being comprised the process of identifying themselves as teachers, the 
development of professional skills and attitudes, and the reconciling of their own 
perspectives with those of the programme and the school. The third cluster - college 
experience - consisted of awareness of governmental pressures on the programme, 
understanding the rationale, coping with the curriculum courses, and noting and 
interpreting the gaps between programme rhetoric and practical reality.
7.2 The School
School based experience is crucial to Initial Teacher Education so student teachers’ 
perceptions of it are potentially significant. This section considers what we can learn from 
the student teachers’ subjective understanding of (i) preparing for classroom teaching, (ii) 
the class teacher and (iii) the school culture.
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7.2.1 Preparing for Teaching
Preparation considers the structure and organisation of school based experience and the 
realities students faced in the workplace. Although they recognised there were contextual 
differences from school to school general concerns focused on consistency in how 
individual schools understood and managed school experience. Although some variation 
was expected in the way that individual teachers approached supervision activities little 
attention seemed to be paid to implementing the concepts that were contained within the 
professional documentation (PPD). It appeared that most schools understood very little 
about overall conceptual orientation of the course and few made detailed reference to the 
documentation produced for schools and class teachers. The framework which the college 
considered important in providing quality and continuity for school based components 
appeared to be problematic in practice. Students highlighted the following contributory 
factors:
The Profile of Professional Development: few schools used the PPD to discuss the 
students’ progress or overall performance across the competences. Class teachers found 
the magnitude and capacity of the documentation too daunting and lacked the time to 
utilise those parts of it which seemed clear and relevant. Although there had been attempts 
to specify the teachers’ role the jargon within the competence framework tended to put off 
rather than encourage class teachers to use it as a means of professional dialogue with the 
students. This meant by and large that each took her own approach to filling in the 
‘teacher commentary’ but had little involvement in discussing what individual competences 
meant or how improvement in these areas of teaching could be made. The use of the 
competence framework was largely constrained by its lack accessibility to the class 
teacher. Its intended use in providing a means by which class teachers could better 
facilitate professional practice was adrift with how it was used. (For the majority of 
teachers, hurried comments were at best their contribution about student progress). The 
other problem was in making judgements about students’ capability without having a 
means of comparison. They therefore tended to leave the competence levels to the tutors’ 
discretion or evaluated students’ progress at the mid-point on the five point scale.
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Maintaining consistency within placement procedures and establishing effective 
communication with schools were shown to be problematic as the number of places 
required was the overriding factor in school selection. The organisation of school 
placement procedures therefore tended to rest on practicality rather than principle. Did 
the programme have enough school placements? Was there a tutor to supervise? All these 
issues overshadowed conceptual consistency concerning quality. This was complicated 
further by the lack of continuity in matching college supervisors to work with the same 
group of schools. The reorganisation of groups of schools into ‘clusters’ meant that 
supervisors were assigned to particular localities which satisfied practical issues but as 
there was no process for inducting supervisors into the schools they had little background 
knowledge of the individual school or the class teachers working with particular students. 
Sometimes more than one supervisor would be assigned to a particular school but were 
not made aware that other colleagues may be working with different students - this was 
confusing for the schools. The maintenance of ‘clusters’ too appeared to be overlooked 
and what seemed to be neat clusters of schools with assigned tutors were little more than 
what existed before partnership initiatives. Although there was much documentation about 
how things were supposed to work, misunderstandings occurred concerning the numbers 
of students assigned to a particular school and the assessment and reporting procedures 
the programme expected the schools to use. Tutors also had limited time on school sites 
for the maintenance of procedures or to gain an informed understanding of the school 
contexts in which they worked. The volume of demands on individual tutors meant at best 
making the ‘number of required visits’ per student. This tended to lead to hurried 
supervision with little time available to talk to students or teachers at length about the 
PPD. It appeared also that the student co-ordinators in school held a number of 
responsibilities with few opportunities on their timetable for student support. This meant 
there was a lack of incentive and motivation on the school’s part to invest a lot of time into 
partnership agreements. This highlighted the need for acknowledging school involvement 
through the allocation of resources to free time for staff to be committed to professional 
development issues. The nature of involvement was largely based on goodwill on the part
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of class teachers. This meant the culture of school involvement was passive rather than 
participatory.
The pressure and hurriedness within the system inevitably led to a lack of time for 
evaluation and improvement of existing practices. Although monitoring procedures existed 
within the programme for withdrawing students or resting schools which were felt to be 
inappropriate this was rarely used. There was also no evaluation mechanism in place for 
the students to comment on the suitability of their placement - in order to gain a picture of 
how well they were supported in school. Keeping account of the quality of student 
experience was overlooked in the concern for placing students and developing school 
clusters in accordance with partnership initiatives. Other quality issues focused on the lack 
of time both tutor and class teacher had to devote to professional development activities. 
These as mentioned above affected the use of the Profile of Professional Development as a 
useful competence framework for the student teacher - hence it remained ‘unowned’ by 
both student and school. Students had not gained a sufficient understanding of the 
competence framework within their taught courses to meaningfully integrate the focal 
competences within the day-to-day workings of their classroom. The complexity of the 
individual competences was at a level where the students needed support in order to make 
them meaningful to their everyday practice. The students who taught younger children - 
for whom the PPD seemed least relevant - struggled the hardest in connecting to the 
competence criteria. Providing uniformity within the competence criteria did not account 
for the enormous differences between teaching younger and older children.
7.2.2 The Class Teacher
While it is acknowledged that class teachers orchestrate school based learning, little 
attention appeared to be given to providing training for them to acquire supervisory skills 
or even an understanding of the programme and the competences. This lack of clarity 
meant there were varied conceptions of what was expected from student teachers. The 
quality of support students received therefore tended to vary depending on teachers’ other 
responsibilities within the school and their general willingness to accept the students into
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their classroom. Most students felt it was their responsibility to socialise and conform to 
contextual rules the teacher set. Whilst it is to be expected that students need to settle, the 
socialisation influences - school, teacher, tutor - were crucial to student teachers fitting in 
and being accepted in the school. Supervision from class teachers by and large tended to 
be a casual affair reinforcing practical areas of teaching rather than exploration of 
theoretical or critical dimensions. The basis of professional conversations therefore 
happened more on the spur of the moment as in reality class teachers felt uncomfortable 
about making comments on focal competences or even assessment decisions, owing to 
their doubts about the PPD and what they were supposed to do. The most common role 
that seemed to be adopted was supporting assessments made by the supervisor. Teachers 
also appeared uncertain about how to mediate and structure discussions. Students 
continually drew attention to the lack of time teachers had to spare for discussions around 
professional development issues. Many students felt downhearted at the lack of 
encouragement and feedback they had about their teaching, clearly indicating the lack of 
support they had in school. The programme seemed to place little importance on providing 
training for class teachers to acquire basic supervisory skills in order to better support 
teacher learning. On the other hand, most class teachers were too occupied with the 
demands of delivering the National Curriculum, SATs, OFSTED, etc. to want to consider 
further involvement in professional training.
7.2.3 The School Culture
The vast majority of the students were placed in inner city classrooms with pupils who 
were socially and culturally different from themselves. The following themes reflect their 
concerns about understanding the contexts in which they worked.
Coping with the diversity of school populations raised important questions concerning 
social, cultural and ethical considerations in valuing each individual child’s contribution. 
Understanding the complexity of these issues was raised many times as the students’ main 
concern. Little time on the course seemed to be dedicated to discussions on equal 
opportunities and if they took place they seemed to rank below curriculum concerns in the
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programme’s frenzy to fit in the demands of the National Curriculum. Raising questions 
about social justice and the education of the ‘whole child’ was overtaken in the rush to 
cram subject knowledge. Although students began to question and problematise their 
practices, the complexity of working in inner city classrooms meant they were confronted 
with situations where they could not ‘just teach.’ Therefore the wider responsibilities of 
the teacher’s role became apparent. The students then began to understand the importance 
of developing relationships with children and working towards building children’s self 
esteem and confidence. Developing a community in the classroom was also central to 
creating an atmosphere where children felt safe and valued.
7.2.4 Summary
School is where the students realise the goals of the PGCE and where for them teaching 
becomes real. Ideally, genuine connections are made between the different parts of their 
teacher learning. In reality there appears to be a need for agreement of common principles, 
so the programme and the school share the same conception of teacher learning. Turning 
from aims to process, there seem to be shortcomings of continuity, communication, 
support and management of the practice. Greater consideration needs to be given to the 
issues related to how students are prepared for the schools in which they teach. 
Understanding how particular schools function as communities and how individual 
children are valued within their frameworks are basic requirements of the school practice. 
The class teacher’s role is vital in facilitating socialisation within the school and in 
providing support for the student teachers to adapt themselves to the complexity of the 
changing environment in which they work. As data revealed, this was important to the 
students’ success in situations when the conditions were less favourable, for example a less 
than sympathetic teacher, a more challenging class. This was where students could gain 
from having a deeper understanding of the context in which they worked. The PPD went 
part way in encouraging students to collect information about the school during serial 
practice, but clearer guidance was necessary to help students reflect on their role in 
developing the ‘whole child’ and realising the professional responsibilities they had in 
developing children’s minds.
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7.3 Personal Being
The student teachers’ own personal accounts on entry to the PGCE presented insights into 
what they understood teacher’s work to be. Post-graduate programmes attract relatively 
mature candidates who have cultivated concepts of schooling and education. These are 
however bound to be modified and changed over time as students gain more exposure to 
classroom practice. These perspectives were illustrated in Chapter 4, where entry into 
teaching was associated with their known conceptions of teacher’s work. Seeking their 
ideals and fulfilling personal perspectives within the professional requirements of the 
course demanded flexibility and periods of uncertainty. As the students gained more 
confidence in their belief and ability they reconciled their ideals with reality. The following 
themes generated by the data show how the student teachers’ perspectives influenced their 
understanding of teachers’ work.
7.3.1 Identifying as Teachers
As the students began to identify themselves as teachers, there appeared to be differences 
between their public and private perceptions of teachers’ work. Few seemed to relate their 
work to the political climate. They rested more comfortably with practical conceptions of 
teaching. The constraints upon student identification with teachers appeared to depend on 
their idealised images of teachers’ work. There was vivid illustration of this in Chapter 6 
where the student teacher had little understanding of the demands of the classroom in 
which he worked and struggled to meet the programme requirements despite being 
surrounded by a supportive professional framework. The themes in this section reflect the 
findings in Chapters 4, 5 and 6, which consider the problematic nature of this 
identification.
In all the students’ cases their educational experience seemed to guide their development 
as teachers. This, stemming from their initial conceptions of teachers’ work, rested on their 
own ability to question and seek alternative solutions. This was further supported by the 
quality of supervision and support in challenging these perspectives. The impact of the 
PGCE in shifting student perceptions was largely dependent on the support the student
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received within professional development activities. The lack of time and pressure in the 
programme, however, made it difficult for most students to find a forum where they could 
be critical. Frameworks for students to seek support and advice appeared to be the most 
valued part of professional development as they provided opportunities for students to 
think beyond management, organisation and curriculum to question more carefully their 
practice. The heavy curriculum focus on the programme worried the students and subject 
knowledge and ‘knowing enough’ appeared to cloud other aspects of the teachers’ role.
7.3.2 Developing Professional Skills and Attitudes
The students had images of themselves as teachers and aspirations for their achievements. 
In considering this aspect of their professional development they were keen to evaluate the 
strengths and weaknesses of the PGCE programme. Themes generated by the data 
focused on how their professional aspirations were satisfied by the programme.
Students felt that although the aims of the programme reflected a student centred 
approach, the pressures on class teachers and tutors, as well as on the programme 
structures with the OFSTED inspection, meant there was little substantiation of this in 
practice. The support frameworks in place for tutorials and contacting core tutors often 
fell through as tutors balanced so many roles there was little time for student support. 
Students also sensed stress in academic staff. Though they showed a high level of 
commitment, the breadth of their workloads - teaching, supervising students in school, 
assessments, delivery of professional development courses, research and academic writing 
- limited their availability. The tensions in the programme distanced the students and 
created an organisational culture where the students found it difficult to sustain their 
efforts across all areas of their professional learning. This led many to prioritise tasks 
owing to the pressures to submit course work. The programme structure also contributed 
to this prioritisation with its unequal weighting between core and foundation subjects.
The ways students approached the challenges set on the programme and acquired the 
critical skills to be analytic were important to them in understanding their approach to
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practice. The opportunity for students to come to terms with their own attitudes and 
values seemed to be limited in a programme that aspired to a student centred approach.
7.3.3 Reconciling Perspectives
For PGCE students recognition of their personal perspectives was important in realising 
what they perceived a teacher’s role to be. Identifying their initial understanding and 
discovering the influences on them as teachers were important processes for them in taking 
control of their own learning. In the first instance this entailed becoming aware of their 
own teacher perspectives. As noted in Chapter 4, connecting themselves with their 
experiences only came when they had gained access to a classroom where they 
experienced a different model of practice than they themselves had experienced. Their 
beliefs about teaching and reconciling their differences reflected what they felt was 
important about their learning. For most, frustration came because of the lack of 
opportunities offered for discussing their concerns. Although they acknowledged that the 
brevity of the programme led inevitably to pressure, they resented the lack of opportunities 
for ‘talking through’ their experiences. The competence framework, although intended as 
a means by which students would interrogate their developing competence, appeared of 
little use in connecting their real concerns to their professional learning. The language of 
the individual students in talking about their teaching was completely different from the 
competence language. The lack of opportunities for open discussion about their teaching 
and reluctance of most students to make their own inadequacies known in the public 
forum of their tutor group meant that most of their professional discussions took place 
with their peer group or friends and family. This led to many students feeling insecure and 
anxious about areas of their work which they wanted to discuss and seek advice on but 
had no framework for this kind of professional sharing.
7.3.4 Summary
The student teachers held a range of different perceptions about their learning but within 
these perceptions there were a number of beliefs and values which were central to their 
teacher development. These related to their personal perspectives and the ways in which 
they developed connections to their teacher learning. Reflection on competences did little
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to enhance their personal awareness of practice. Helping students to find this awareness 
and take an active role in setting goals for their practice appeared to be important in 
facilitating a learning context where students took control of their professional 
development.
7.3.5 The College
From the students’ accounts it would appear that the patterns of reform and the pressure 
on the programme to implement changes have led to fragmentation. The quest for 
improvement and enforcement of regulations in ITE from those responsible for the 
direction in educational policy has mirrored the pattern of change within schools. In 
considering the influence of this rigidity, it would appear that in shifting in the direction of 
policy the course structures have become dislocated from the philosophy of the 
programme. It seemed that the intensity of the changes disrupted the cohesion between the 
different segments of the courses. The following themes reflect the difficulties that student 
teachers reported in making the connections between the separate parts of their teacher 
education.
7.3.6 Government Pressures
The emphasis toward subject knowledge and developing subject competence is reflected in 
the programme’s concentration on curriculum subjects. The interconnection between this 
curriculum and the theory through their core programme (Management of Learning) was 
problematic for the students. The following themes reflect their experience of these core 
aspects.
Little attention appeared to be given to the students’ exploration of political and 
philosophical questions concerning teaching and learning. Students generally felt that the 
programme structure allowed no time for them to grapple with issues or to be critical 
about the direction of policy. The lack of educational context from which to understand 
the political ideology meant that students had little basis from which to be critical about the 
direction of educational change or to develop alternative philosophies concerning 
education and schooling. As a result there were few times for conceptual and theoretical
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discussions to take place. While the integration and development of competence 
statements through the PPD had attempted to encompass broader conceptions of the 
primary practice, in reality the lack of support meant students tended not make the 
connection.
7.3.7 Understanding and Coping with the Programme
The recent emphasis on subject knowledge and the reorganisation of the programme to fit 
these requirements highlighted a range of concerns about curriculum relevance. The 
following themes reflect the nature of how student teachers viewed the curriculum.
Although they recognised that developing subject knowledge was important within the 
course, they challenged the predominance of subject study over other professional needs. 
The Teaching Studies Areas (TSAs) which characterise the specialist curriculum subjects 
tended to work in isolation of each other. Although, there was evidence of co-ordination 
within policy frameworks, little was carried through to improve the quality of experience 
for student teachers. They saw little evidence of cross-curricular mapping on the key areas 
of assessment, special needs and equal opportunities. They felt uncomfortable about 
raising questions concerning continuity issues. Planning schemes of work was one such 
area which students felt needed cohesion and connection to an overall primaiy philosophy.
7.3.8 Rhetoric and Reality
What the students actually perceive to be important about teacher learning and the areas of 
the course they believed to be integral to their development are important considerations in 
providing structures on which improvements to any programme can take place, for it is 
they who realise the goals of the PGCE. The following themes reflect these considerations.
From students’ points of view little consideration seemed to be given to matching them to 
their schools. They felt strongly that organisational and procedural systems governing 
school experience needed to be improved to increase consistency in working practices in 
the way they were supported through their professional leammg. They were also frustrated 
with many extra ordinary demands placed upon them in schools owing to lack of
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resources. It was not uncommon for students to cover absent members of staff or free 
their own teacher for report writing, assessment etc. Professional support in school 
therefore was extremely varied from school to school.
While the programme valued the Profile of Professional Development (PPD) as a 
framework for professional development, the students rated feedback and neither 
understood nor sympathised with the PPD feeling that it was of little help to them, 
whereas the supervisors - who did understand and value it - had no time to use it. This is 
where students felt frustrated as the demands made on them by the course were 
unrealistic.
7.4 Summary
Important questions need to be asked concerning how the programme’s structural and 
organisational conditions permeate its philosophy and provide the context on which 
practice is based. The conflicting messages within the programme confirmed that 
curriculum-centred practice was operating within a student centred theoretical framework.
7.5 Discussion
Several issues emerged as I reviewed the findings of the research in relationship to the 
literature review. In this section I will raise three concepts that emerge from the findings. I 
have arranged each under the following headings: the fragmentation of ITE, the culture of 
involvement; and the new teacher. Each concept raises concerns or issues that require 
careful thought concerning the direction of ITE courses and the possible ramifications on 
student teacher learning.
7.5.1 The Fragmentation of ITE
The emerging student picture of the PGCE revealed a programme under pressure to 
accommodate its many components within the framework of Government policy directives 
which threatened to fragment its philosophy. In the swift response to change, little of this 
politicisation was rebutted. A practical approach to ITE tended to prevail and the
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occupation with preparing students to teach the National Curriculum tended to undervalue 
important reflective components embedded within the programme’s aims and values.
The PGCE seeks to develop reflective teachers who appraise and modify their 
developing understandings and practices of teaching and learning. (PGCE Programme 
- Validation Document)
Students’ commentary reflected these contradictions, as they noted the heavy emphasis 
that was placed on subject knowledge, with little time for reflection on the aims and 
purpose of education and schooling.
Angela Wade
The different courses were quite good at just showing you the National Curriculum and 
making you aware of what you have to do but it’s hard to take it all in - in six weeks - 
it’s nothing. You learn a lot but you certainly don’t learn enough to go into a 
classroom and start teaching. You need some of the links made for you about how to 
put the stuff into practice - like Music cos I’m not Musical at all and have no idea 
where to start.
Anita Graham
Unless you are physically able to put certain things into practice you just don’t know 
how to do them - a lot o f bits and pieces that you need are not taught at college. You 
have lectures but it’s putting them into practice that’s hard.
One feature of this shift was the students’ pre-occupation with knowing enough to manage 
the National Curriculum. In the early stages of their teaching practical relevance tended to 
overshadow enquiry or questioning of existing structures. Students appeared comfortable 
with the function of schooling and accepted the curriculum as legitimate. These 
emphasised conceptions of the teacher as expert and theory as fact. They were further 
reinforced when the students went into school, as there appeared little time for raising 
questions or exploration of alternative approaches. For most students the realisation of 
real teachers work came in the middle term when there was enough time to consider the 
curriculum and the problems of real classrooms and the social, moral and ethical issues 
integral to the teachers’ day-to-day work.
A second feature of this reshaping was apparent in the changing role of the tutor. The 
intensification of workloads within the programme had left little time for tutors to reflect
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on the changes to their working practices, or to respond to the policy initiatives driving 
changes to the programme. The inside pressures of increased workloads, research output, 
income generation, implementing partnership agreements and inspection left less time for 
student contact. Under the pressured conditions tutors were obligated to maintain normal 
working practices under more stressful conditions. The management style adopted within 
the programme also tended to accept rather than challenge change. This was largely due to 
the uncertainty concerning the directions of the centrally defined improvements and the 
policing of the course to fit the new definitions for the training curriculum. The model that 
emerged appeared fragmented and confused in its direction.
A third feature was the Profile of Professional Development which had been integrated 
into the course in order to fulfil the requirements for partnership and teacher competence. 
Although the document was written to encompass a broader definition of competence than 
was required, and endeavoured to retain the critical components that the programme had 
always valued, in reality structural changes to the programme reflected a model more 
skills-based than reflective. From the students’ perspective there appeared to be no linkage 
between the PPD and the taught ITE curriculum. This lack of integration led to student 
teachers’ suspicion of the PPD and its separate role within the programme. The heavy 
emphasis on output criteria and grading of competence (through the five levels) was not 
related to the core or subject study. The assessment of competence tended to reduce the 
PPD’s value as the students felt they could not be open in their professional commentary. 
The inconsistencies in the way the PPD was explained and understood by different tutors 
led to distrust. Thus, the PPD was seen as an official report rather than a document which 
could be usefully integrated into practice. This perception was further reinforced both 
through the lack of continuity in encouraging students to use the competence framework 
between the stages of school experience (from stage one to stage two) and because it 
lacked reference to future professional development.
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7.5.2 Summary
Excellence and quality within ITE rest on a number of important features. First is human 
relationships, for both staff and student teachers. The increase of staff workloads and the 
delegation of managerial responsibilities have increased the pressures within the 
programme, affecting the nature of the day-to-day contacts. Second is structuring the 
programme to manage change in a way that takes into account cohesiveness for the 
student teacher. This requires careful strategic decisions that consider the whole 
programme. Too often changes are implemented with unforeseen repercussions on the 
quality of experience for student teachers. Lack of cohesion in planning leads to a 
mismatch between the philosophy and the reality for the student teacher. Third, initiatives 
which embrace professional development must meaningfully match students’ experience to 
both school and programme. Attempts to ‘bolt-on’ such initiatives, have resulted in 
‘partnership’ that is more apparent than real. In the shadow of a National Teacher Training 
Curriculum based on skills, competences and minimum performance levels, it is crucial for 
careful thought to be given to the direction that it takes us.
7.5.3 The Culture of Involvement
The evidence revealed inconsistencies in establishing and maintaining communication 
between the college and schools. Whilst the concept of partnership was still gaining 
momentum it tended to be grounded on paperwork policy rather than professional 
agreement. This inevitably resulted in misunderstanding on part of the schools owing to 
lack of consultation concerning procedures for student teacher development. Many 
schools also accepted students from a number of institutions, which further added to the 
contradictions and continuity for student supervision in school (Furlong et a l, 1996). 
There also appeared to be few professional development opportunities offered for class 
teachers to accrue supervisory expertise or to gain an oversight of the PGCE programme.
Jane Taylor
The expectations the course has are not always clearly communicated and questions 
relating to school fobbed off I think a lot o f us weren’t always clear about the 
expectations and often the school looked to us for clarification - which was frustrating.
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Class teachers were often too overwhelmed by programme handbooks and too busy to 
clearly understand their roles and responsibilities. Much disappointment was expressed by 
students concerning the lack of feedback from class teachers and supervisors.
Angela W ade
I think teachers are frightened sometimes to offer too much encouragement and praise 
because they think that then people will become sloppy... I mean I had two class 
teachers so I could see that one o f them was really good and very supportive and 
obviously very relaxed about teaching as well and just you know, could still remember 
her teaching practice... Whereas [the other] was a bit o f a nightmare.... Very confident 
in his ability - told me on numerous occasions how to do things properly. I just think 
that some teachers are more suited to having a student teacher than others. 
Unfortunately, it is too time consuming for the college to say you can or can’t have a 
student and the school often wants extra pairs o f hands.
The pressure on schools and class teachers revealed many inconsistencies in attempting to 
implement the PPD. At a fundamental level the competence framework meant little to 
class teachers owing to their pre-occupation with helping students come to terms with the 
difficulties of inner city classrooms.
Anike Carter
The teacher was great She was very supportive, very laid back and she was exhausted 
[a difficult inner city context]. There were times when we both sat down and exhausted 
you know. Didn’t have much to give at that particular point but generally it was fine 
and the head was brilliant and gave me a lot o f support.
Class teachers’ approaches and practices were important to students’ success in school. 
Zeichner and Tabachnick (1981) commented that the value of learning in schools seemed 
to depend on the quality of the teacher with whom the student is placed. In other words, 
the class teachers’ classroom structures and day to day approaches to their work influence 
student teacher practice. Within this framework there is considerable expectation placed 
on them to provide their services willingly and accept students into their classrooms. Even 
so, in some instances - through some mis-arrangement or other - students arrived without 
prior consultation. This was not always their own fault; poor communication within some 
schools meant placements were not always fully agreed with staff members. Even when 
they were, tutorial time was seldom built-in. As one student reported: ‘Rarely is time set 
aside in the busy day for the class teacher to spend time with me.’ It cannot be ignored
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either, that the main priority of the teacher is the children’s learning and not that of the 
student teacher.
7.5.4 Summary
The diversity of understanding arising from the students’ experience of school involvement 
underscores the complexity of developing partnership (Eggleston, 1985; Hogkinson, 
1992). Whilst the programme documentation clearly organised roles and responsibilities 
and stated the competences for students to achieve there was serious doubt whether the 
schools fully understood the framework. This raised three important principles for school 
partnership. First, that for co-operation to become real partnership the partnership goals 
for ITE need to be negotiated with schools in order to formulate agreed principles 
concerning teacher development. Second, that the culture for involvement needs to shift 
towards shared conceptions of professionalism where there is commitment from both 
parties to develop consistent relationships (Fidler and Lock, 1994). Third, that the reality 
of the classroom leaves little time for the class teachers to develop the professional 
qualities of the supervisor, or indeed to gain an informed perspective of the student 
teachers’ learning needs. Careful thought needs to be given to the kind of commitment 
teachers are able to give and to ensure that this contribution is supported within a 
professional community. This idea heralds a new kind of learning culture between IT E and 
schools where there could be clear commitment on both institutions’ part to develop a 
shared role.
7.5.5 The New Teacher
The evidence suggests that students entered teacher education with personal perspectives 
of teaching based on their experiences as pupils (Fuller and Brown, 1975). Although 
students felt a strong identification with vocational elements of teachers’ work their 
perceptions tended to reinforce a practical understanding of teaching. The dominance of 
the learning cultures of the school and the programme tended to confirm rather than 
challenge this perspective. The crammed curriculum tended to leave little time for students 
to discuss, question and evaluate aspects of their learning. At a fundamental level 
expectations of teaching and learning placed little emphasis on the value of the learner’s
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perspective or the importance of critical thinking and inquiry as essential parts of teachers 
work. This was troubling for two reasons.
First, that while the philosophy of the programme owed more to the reflection model of 
teacher education than to the competence model (See Chapter Two for discussion of this 
distinction), circumstances of practice within a compressed and highly accountable teacher 
education programme emphasised the converse - competence at the expense of reflection. 
Second, that although the programme philosophy highlighted critical awareness as a core 
value, pressure from the DFEE resulted in almost systematic dilution of the critical inquiry 
element of an FIE programme. Work place relevance has arguably replaced those 
principles concerning the structure and function of schooling in society and understanding 
of how children develop and learn (Nias, 1989). It seems that the veiy foundations of 
professionalism are being simplified and reduced to an apprenticeship model. If we sent 
doctors into clinical practice without an understanding of physical and mental health but 
knowledgeable about medicines there would be concern about the accuracy of their 
prescription. The changes to ITE emphasise that new teachers will have more knowledge 
of the curriculum but less understanding of their own perspectives, the nature of the child 
and the complex social frameworks in which they are working.
What matters here is not just whether a particular model is valid or not but how it 
connects to a teachers’ overall sense of purpose in a particular situation in which he or 
she is working. (Fullan and Hargreaves, 1992, p.31)
7.5.6 Summary
ITE courses should plan to provide curriculum opportunities that encourage students to 
develop understanding of educational theory and critical skills to engage in questioning 
and articulating informed perspectives about their professional roles. There is an important 
distinction between teacher education and teacher training in seeing the student teachers as 
individual learners that must be retained. That the idea - indeed the ideology - of restricting 
the development of analytic reflectiveness to autopsies on lessons that ‘went wrong’ rather 
than social, psychological and indeed philosophical concerns about children and their 
development lacks proper justification which has not prevented it from entering teacher
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education or appears to be unargued yet, inexorable, and the effects are beginning to 
show, as the testimony of these students reveals. If the ITE curriculum becomes too 
subject driven then what makes primary teachers professional is lost. The kinds of learning 
which students undertake become prescriptive. The kinds of teaching they receive become 
judgmental. PGCE programmes are increasingly output driven. The importance of the 
student teacher as an independent learner is an important ingredient in constructing 
relevant and living professional knowledge. As Goodson (1992) reminds us, good teachers 
pose questions which stimulate and guide children’s development as persons. In a climate 
where students spend more time in school there is a need for collages and schools to look 
together at positively defining professionalism which looks beyond the practicalities of the 
classroom. To question and contemplate these different perspectives, to examine 
assumptions of teaching and learning and the social and political forces influencing their 
work.
The students on whom this study is based were too involved in the day-to-day struggle for 
survival and security to be able to offer commentary on such wider issues but their 
experiences should sound alarms. No less than they themselves were school and college 
staff trapped in structures which compressed time and space to think and reflect. Targets, 
standards, performance-indicators are given increasing importance: they are what are 
patently valued: they are the ingredients of the new value-structure. The tensions which 
were so apparent to the students are a sign that some tutors and teachers have not been 
won over to the new orthodoxy. Only time will tell whether the ‘tensions’ will disappear as 
a result of those tutors and teachers succumbing, or the directions of change reverse.
7.5.7 Final Thoughts
Beneath the sounds of the students’ voices with their sometimes wry, sometimes desperate 
observations, there is another sound to be heard. That of mechanisation. Teacher 
Education in the UK is fast becoming teacher training. Aims are converted into objectives. 
Achievements into targets, guidance into judgement. The old principles are still to be 
found but increasingly they are divorced from reality.
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This study has described the student experience identifying a number of tensions and 
disjunctions between rhetoric and reality on a professional course. The Literature Review 
identifies contradictions in the design and values of teacher education courses between two 
broad streams: academic/technological and personal-critical/social. The literature however 
overlooks the part of the student teacher in realising the goals of teacher education.
In examining the one-year qualifying programme for graduate entry into the teaching 
profession, I have been very conscious of the differences from the four-year programme 
for non-graduates. They are as great as those between graduate and non-graduate entry 
programmes for the police, yet much of the literature conflates them, with confusing and 
misleading results. For example, although graduates are not necessarily older and more 
experienced and more expert within a subject than non-graduates, the assumption is that 
they generally are.
Age, experience and academic expertise are extremely important identifying categories. 
Indeed, it is well known that mature students with family responsibilities can feel alienated 
on non-graduate programmes precisely because little or no allowance is made for them.
The assumptions of the PGCE are that entrants are older, wiser and more knowledgeable. 
How else could it be supposed that they could be trained in one-year? Of course, as some 
of my many respondents have shown, such an assumption is again a generalisation which 
not all graduate students feel that they meet.
Because so much of the literature fails sufficiently to differentiate non-graduate and 
graduate teacher education, these all important categories of age, experience and expertise 
get overlooked, with the result that the focus is almost always on the programme content, 
rather than personal qualities of the students. Yet what this study shows is the other side of 
the coin. Of course, a one-year PGCE cannot achieve what a four year programme can, 
but so what? The point is, surely, that PGCE objectives should differ from those of the 
four-year programme. The aim should be the same, viz. Preparation for entry into 
teaching, but what might be suitable for QTS students can be seriously wrong for
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graduates. To take age, experience and expertise seriously should mean to switch the 
emphasis to learning rather than being taught, to grasping principles rather than absorbing 
content, to creating time and space rather than crowded agendas.
Time and time again my findings reveal frustration with being instructed, with factual 
overload which cannot possibly be remembered. In every single case study, the students 
have commented on how much they have valued being individuated as people, how much 
they have benefited from discussing and reviewing their progress - albeit in addition to, 
rather than replacing elements of their programme.
It is clear to me that the experience of these students has been academic/technological 
rather than personal-critical/social, despite the programme’s protestations to the contrary. 
Why is there so much difference between rhetoric and reality? Of course, schools always 
fail to differentiate undergraduates and graduates: we cannot look for change there. But 
could it also be that because so many PGCE staff also work on the QTS programme, they 
fail to change how they work * in terms of content and expectations and also the social 
conduct of tutoring?
In my view, the case is overwhelming for a personal-critical/social approach. Whereas, 
after my Review of Literature, I was looking for some kind of balance between the two, 
now I realise that it is not what is needed at all. While the aims -the preparation for entry 
into the teaching profession - remain constant, the specific objectives and the means to 
those objectives should change. There should be much more emphasis on the selection 
process at the beginning and personal individuation all through the programme. Much 
more attention to providing an array of services that can be accessed as and when the 
students require it. Much more clarity about the absolutely necessary skills and knowledge 
and the best ways in which they can be learnt. Real care about the qualities which tutors 
should possess and demonstrate. Finally, through follow-up surveys, research feedback as 
to how the trained teachers have fared. Such knowledge is vital. The Government quite 
property expects standards to be met and raised; it quite improperly seeks to determine the
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means by which those standards are achieved and in doing so will eventually reduce 
teaching to some kind of lowest common denominator. I would be confident of meeting 
any standards by the approach I have sketched in this concluding chapter: the key phrase is 
the quality of personal qualities, for staff, for students, for the relationships between them 
and respect for the overall goal of the best possible preparation for teaching.
7.6 Conclusion
The purpose of the thesis was to investigate student teachers’ continuous accounts of 
teacher learning on a one year Post-Graduate Certificate of Education. In considering this 
purpose I had two intentions. One was to find and bring into consideration voices that are 
seldom heard in debates about teacher education, those of the students themselves. The 
task here was to catch the note of authenticity. The other was to bring out the 
contemporary conditions of teacher education in England and Wales, the nature of teacher 
education in the nineties.
Getting the students to agree to join in and stick with the research and then striving to find 
ways of achieving authentic responses were difficult objectives. What I could give myself 
little credit for however was the sheer vividness and complexity of what the voices 
conveyed. It was unexpected and continually refreshing. The emotions and thoughts of the 
students provided a running commentary of a programme, in practice which planners 
should not, in my view ignore.
The second was to capture the experience of a teacher education programme. In the last 
decade teacher education programmes have become more uniform as the Government 
imposed more and more restrictions on the freedoms of colleges to design their 
programmes. One Post-Graduate Certificate of Education programme has, by now, 
become similar in structure to another.
The conclusion I reached was that students had to fit the extremely onerous programme 
into their already demanding lives and in many ways were not helped by the requirements
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and conditions. One outcome which may owe much to the particular circumstances of 
educational policy at this time was the mismatch between claimed values of the 
programme emphasising reflectiveness and critical inquiry and the lived reality of the 
programme in which accountability, competence checklists and curriculum knowledge 
were prominent. Students picked up the contradictions and tensions between two different 
sets of values and found they had to adopt survival techniques, including dissembling and 
short-term tactics: poor beginnings for a profession such as teaching young children.
The shortcomings of the study are of course for others to judge but in revealing the 
personal stories and commentaries of the students the thesis uncovered voices: which 
would otherwise have gone unheeded. I cannot take credit for what they said, but in 
releasing what they have said I can take some measure of satisfaction. I believe that we 
should learn to listen to the experiences of those whom we plan for and that, as a result, 
our planning will be more appropriate. In the general summary of Chapter One, I accepted 
that there must be some accommodation between Governmental anxiety about standards, 
expressed in measurements of different kinds, and educators’ belief in the importance of 
personal maturity reflected in a student-centred approach. What I have found though 
focusing on student experience is that this belief is well-grounded. Students do have much 
to contribute. Pedagogic relationships between themselves and their tutors should be more 
open, not less. I believe that this is a surer way to meet the standards which Government 
sets and in time, to deepen and widen their utilitarian categories.
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Appendix
1. Stage 1 - September to October 1994
1.1 Course Handbook
1.1.1 Observation Period
•  The first two weeks o f the course should be spent in a primary* school o f your choice and you 
will need to contact your LEA in order to arrange a convenient placement. A letter from the 
college is enclosed for you to give the headteacher o f your school. This period is not supervised 
by the Institute.
•  This is the beginning o f the school year, a time when school and classes are establishing 
themselves for the year ahead. You will need to work flexibly within this context; it would be 
desirable to spend at least half o f your time in one class as well as having the opportunity to 
gain some experience with children o f different ages.
•  During this period we ask you to keep a Diary o f your experiences. This w ill provide the basis 
both for your first assignment (see p.6) and for work in the early weeks ofthe Institute course.
•  This includes first and middle schools.
1.1.2 The Diary
The diary is a working document for you during your fortnight in school and should be available for your 
class teacher/headteacher. It will also be submitted as supporting material alongside your first 
assignment, although it w ill not be formally assessed.
ORGANISING YOUR DIARY:
Introductory Section 
The School in the Community
Note the location ofthe school and social, economic and cultural characteristics ofthe catchment area. 
The School
Include these organisational details:
•  Name, address and telephone number
•  LEA, age-range. County or Church
• Plan o f school
• Plan o f a classroom in which you work
• The ways in which parents and visitors are received by the school
•  Languages spoken by the children in the school
•  Internal organisation (are children in classes that are grouped by age? is there team teaching?)
• Any formats used for whole school planning
Note: You will find much of this information in the school handbook.
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Daily Diary
You will need to keep a dated diaiy record for each day with some analytical evaluation o f particular 
activities/lessons/experiences. At least one such analysis should be completed each day - you might
choose to comment on something that has surprised or interested you, it may be about one child, a group 
or the whole class.
A vital part o f the teacher's job is to collect EVIDENCE and you will find it helpful to do this too. 
Whenever possible you should substantiate your evaluations with first-hand evidence.
This may include:
•  Snippets o f children's and/or teacher talk
•  Examples o f children's work
•  Photographs
1.1.3 Observation
The following notes may help you to structure your observations:
Observation is an integral part o f both learning and teaching, and is useful for the information it can give 
us about what is happening in and out o f the classroom. It plays a central role in the assessment and 
planning ofthe children s work. The observations you make during these initial weeks should contribute 
to your understanding o f how children learn, and also o f how teacher’s teach.
•  Decide in advance on who or what you are going to focus (but be alert for the unusual or
unexpected!).
•  Look at both the general picture o f classroom life and at particular detail: both have an 
important part to play in our understanding.
•  Record a variety o f situations, e.g. children, talking to each other or the teacher, a child 
working alone, a group working together etc.
•  Observe and record enough o f a situation to make your record meaningful.
•  Make a record o f your observations at the time or as soon after as possible (keep a notebook 
with you to jot down observations, comments, etc., as they occur, ready for writing up later).
•  Record what you actually saw/heard/said/did: do not draw inferences from a single situation.
• Consider where you are going to place yourself and how you will behave will you get involved 
in an activity, and become a participant observer, or will you stand back?
•  Remember that all o f our observations are influenced by our own previous experiences, beliefs 
and feelings: we need to be as aware as we can o f our own possible biases.
•  Discuss your observations with the class teacher (teacher's own records are open to a variety of 
people, including other school staff and parents).
•  Most importantly, try to keep your records o f observation brief, and to the point! In this way 
they will be o f most use to you and to others. The tendency in the early stages is to note and 
record as much as possible: over time you will become more skilled at both noticing and 
recording significant events.
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WHATTOLOOKAT:
The Classroom Management and Organisation of Teaching and Learning
Find out about the teacher's planning. Note how the National Curriculum is implemented and look at the 
National Curriculum file for a curriculum area that interests you.
•  Are there themes/topics/projects?
• What records does the teacher keep?
• What displays are in evidence?
How does the teacher:
•  Start the day?
•  Introduce tasks or activities to the children?
• Organise transition points during the day?
•  Help the children progress from one activity to another?
•  Organise the children? Is there class teaching? Do they work in groups? Do they work
collaboratively? Do they work individually?
• Make use o f particular classroom routines e.g. sharing time, whole class reading etc?
• Meet individual children's needs?
Control and Discipline
• What arrangements are there in the school for managing behaviour?
•  What strategies do you observe the teacher using to maintain control? With the whole class? 
With individuals?
• What verbal and non-verbal techniques does she/he use?
Children's Learning
• Are the children interested/engaged/involved with the activity?
• What factors contribute to this involvement?
• Did they learn anything? What? How do you know?
• What was the teacher's role?
•  Observe children in the playground, at lunchtime and entering and leaving school.
•  Talk with children about their out o f school interests.
If You Can, Observe the Responses and Involvement of a Child in these Different Contexts
•  Work individually with a child.
• Work with a group of children e.g. on a Maths game or any activity suggested by the teacher.
•  Read a story to the whole class.
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1.1.4 Assignment
Due in: Friday 29 October, 2,000 words
There will be the opportunity for tutorial support on this once you start the course so although you will 
need to begm planning it, you are advised not to begin writing before meeting with your tutor.
TITLE: EFFECTIVE LEARNING: POSSIBILITIES AND CONSTRAINTS
With close reference to your diary notes select two or three significant examples to discuss what you 
consider to be some ofthe key factors that contribute to or constrain effective learning. You should make 
some links with the ideas and research as suggested by the preliminary reading list on the next page and 
should integrate your classroom examples into the analysis.
Your Diary w ill be submitted as supporting material but will not be formally assessed. Your essay should 
bc^rdpncessed/typcd if  possible and submitted in a plastic pronged folder (available from the college
You should ensure that you reference correctly, as laid out in the course booklet which you will receive 
on arrival at college. You will also find the assessment criteria in the booklet
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1.1.5 Reading
™ s list is ten d ed  to allow you to begin to focus on what w ill be some ofthe main issues that you will 
be considering at the beginning o f the course. Obviously you will not be able to read everything on the 
list but it is expected that you will have dipped into all the sections so that you will start the course 
having read around some o f the current research as well as some children’s literature.
1.1.6 Bibliography
Armstrong, M. (1989), Closely Observed Children, Chameleon Press (out o f print but try libraries). 
Barnes, D. (1976), From Communication to Curriculum, Penguin.
Donaldson, M. (1978), Children's Minds, Fontana.
Dowling, M. (1990), (2nd ed.) Education 3-5, Paul Chapman.
Galton, M. (1990), Teaching in the Primary School, Fulton.
Kyriacou, C. (1991), Essential Teaching Skills, Blackwell.
Meek, M. (1991), On Being Literate Bodley Head.
Pollard, A. (ed). (1987), Children and their Primary Schools, Falmer.
Wells, G. (1987), The Meaning Makers, Hodder and Stoughton.
Wood, D. (1989), How Children Think and Learn, Blackwell (Intro, and Chapt. 1).
1.1.7 Children’s Books
• These are just a few children’s authors and poets to choose from: (those in italics are 
particularly appropriate for the upper primary age range - some, like Jill Murphy. Catherine 
Storr and Dick King-Smith write for children o f all ages).
Janet and Allan Ahlberg, James Berry, Judy Blume, Anthony Browne, John Birmingham, 
Betsy Bryars, Eric Carle, Babette Cole, Shirley Hughes, Pat Hutchins, Ezra Jack Keats, Gene 
Kemp, Errol Lloyd, Dick King-Smith, Jan Mark, David McKee, Jill Murphy, Katherine 
Paterson, Michael Rosen, Tony Ross, Catherine Storr, Martin Waddell (also writes as 
Catherine Sefton for older children).
• Also, try to watch some children’s television, listen to Treasure Island (about children's books) 
on Radio 4 and programmes for children on Radio 5.
• It would also be useful for you to read or re-read a novel about childhood and education e.g. 
Things Fall Apart (Chinua Achebe), I Know Whv the Caged Bird Sings (Maya Angelo) 
Teacher (Sylvia Ashton Warner), The Village by the Sea (Anita Desai), The Go-Between (L.P. 
Hartley), Kgs (Barry Hines) Cider with Rosie (Laurie Lee), Roll o f Thunder Hear Mv Ctv 
(Mildred Taylor), Frost in Mav (Antonia White).
• If you can, read the Times Educational Supplement (Fridays) which should bring you up to 
date with current issues in the educational world.
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1.1.8 Research Project on the Training of PGCE (Primary) Student Teachers 
Context
This two-year study will examine the progress o f training PGCE (Primaiy) student cohort fiom  entiy in 
September 1994 to the end o f the academic year - July 1995. It will chart the perceptions o f 
teachers concerning both training and their experiences while in post It will provide information about 
the match between provision and need and contribute directly to institute quality assurance concerns and 
create a source on which later longitudinal research could draw.
Method
Since the intention ofthe study is to chart the student teacher perceptions while they are on the course 
the research will be largely ethnographic involving - interviewing, autobiographical writing and 
observations across the course.
In order to assemble a data base of contextual information /overview for the research e.g. age of 
applicants, sex, marital status, reasons for making initial application, it is necessary to obtain written 
consent fiom students interested in joining the research in order to access application data (this is a 
requirement specified in the Data Protection Act).
I ask therefore for your consent to access your application data. All information will be kept strictly 
confidential and within the Ethical Guidelines ofthe British Educational Research Association and the 
Institutes own ethical codes o f practice.
Research Project on the Training of PGCE (Primary) Student Teachers 
Return Slip for Access to Application Data 
Please Print
First Name:_______________Surname:________ ________________________
I hereby give consent under the above conditions for access to my application documents.
Signed:________
Thank-you for your co-operation
1.1.9 Checklist
BEFORE ARRIVING IN COLLEGE YOU SHOULD:
• have completed an observation period in a school o f your choice (page 1)
• have compiled a diary for that period (page 2 -4 )
• have begun to think about your first assignment (page 5)
•  have done some initial reading (page 6)
End of the Course Handbook
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1.2 Application Form - Anike Carter 
Relevant teaching experience
Sunday School Teacher - a Sunday School. Small classes o f 5/6 year olds for 30 minutes after group 
singing. Followed teaching manual which indicated set themes, bible text and suggested activities. 
Lesson usually comprised o f a short story to convey simple message (using puppets, role play), the 
introduction o f relevant bible verses and finally a creative activity to link lesson together and encourage 
participation fiom  the children. Class Assistant at [a primary school]. Having spoken to teachers from 
the school, I have been given the opportunity to assist in various classes (beginning with 6/7 years Art 
and History Projects) on Wednesday and Thursday mornings fiom  03/11/92.
Other work with young people
[St Mary’s] Play scheme, (Voluntary Play Worker), 04 to 06/83. (2 to 4.5 years). A Nursery School, 
(Tramee Nursery Nurse), 4 days fortnightly Autumn Term 1984. (3-5 years). Also [Primary School],’ 
Spring, Summer Terms 1985, (3-7 years) and a [Day Nursery], 85/86, (3 months - 5 years) both as 
Tramee Nursery Nurse, 4 days fortnightly. Involved preparation and facilitation o f play, story times, 
creative activities and wall displays plus studies in child development and evaluation o f teaching 
methods, attitudes and facilities offered. Also included basic childcare and interaction with parents 
teachers and nursery nurses.
Why do you want to teach?
Having worked as a nanny for several years, in addition to the above, contact with children and their 
parents I have always enjoyed. However, having successfully completed a degree course, I am seeking to 
continue my career working with children, on a different level than before and wish to become more 
actively involved in the intellectual, physical and emotional development o f slightly older children, on a 
professional basis. I understand the importance o f establishing a relationship with children so that 
learning can take place and believe that I have the necessary patience, creativity, imagination and 
enthusiasm to be able to do this within the primaiy school environment.
Interests, positions of responsibility at school, in higher education or at work
My interests include swimming (for which I hold the Bronze Medallion for Lifesaving), tennis and horse 
ridmg, having worked at a local stables up to the age o f 16 .1 love drawing and illustrating stories and 
going to the theatre, both amateur and professional. At school I was a prefect and as a member o f the 
choir participated in a production of the Mikado' and other concerts. As dedicated members o f the 
'Outdoor Society*, myself and 7 friends trained for and completed a 200 mile section o f the 
Pembrokeshire Coastal Path for charity.
Present occupation (if not still at university or college)
After completing a Postgraduate Course in Administration and Information Processing I worked as an 
International Co-ordinator for a Medical Assistance Company but recently gave this up in order to have 
the time to visit (Primary Schools). I am working as a nanny for twins aged 6.5 years, and taking A 
Level Maths in the evenings at (F.E College).
Disabilities or special needs
N/A
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1.3 Group Interview Schedule Induction Week - PGCE
The Start of the Course
I want you most o f all to feel relaxed and if at any tim e you feel you want to write anything down to
hand over later please feel free to do so.
I realise that initially this will be a little bit uncomfortable but I hope that this w ill be useful for you to
listen to other people’s accounts and perceptions o f how they arrived here on the PGCE course.
Themes:
1. I would like to know more about your learning before school and at school and the experiences with 
teachers along the way. I would like you to tell me about your learning and the teachers you 
remember best and why they stand out in your mind? If you want to spend a few minutes thinking 
about how you want to organise it into a way that w ill make sense to you.
2. I am interested in your journey to a teacher education course - how you decided to become a teacher 
and arrived at this point? Tell me about your journey to this point Try to think o f as many pieces as 
you can that may have contributed to you getting here.
3. Can you tell me about any teaching experiences that you have had so far? - Perhaps describe the 
context and how you felt about teaching.
4. Describe your ideal teacher - what would you imagine the ideal teacher would be like? What do you 
visualise? - Can you déscribe this to me?
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1.4 Group Interview Response 
Anike Carter 12/10/94
Theme 1
I come fiom a family o f three girls and we are all very close together. I don't think my mum had very 
ntuch access to playgroups like there are today and I didn't go anywhere before I went to school. I went to 
a playgroup a few months before and I am the oldest in my year but I didn't feel that I was too far 
advanced before I went to school. The experience at primary school was really great but it was when I 
got to secondary school it suddenly went downhill.
I worked as well - as I basically opted out by choice at the age o f thirteen cos I loved school to that point - 
Middle school was great and I loved everything. Primary school cant remember much except it was local 
surrounded by fields and everybody in the community - was involved and I had two sisters and mum was 
a nurse and knew everyone so very fiiendly but going to high school was a complete let down. I basically 
opted out and came back to it later on at 21 like Andrew and Anita and decided to do it my way - because 
I wanted to do it then.
Theme 2
I dont think I can honestly say I have always wanted to be a teacher but I think it stems from my 
experiences at school and that I absolutely loathed it. I always thought that this is really unfair to my 
education and a lot o f it I do blame on the teachers - rightly or wrongly but I just felt I could do better. 
Then I left it for a while and then I wanted to leave home so I did that and came to London as a nanny. I 
lived here for a while then thought that I really needed a career otherwise I wouldn't be satisfied and I 
didn't think it through. My career adviser was terrible and I got little support from home. I did something 
I wasn't interested in just to get a degree which was German and Economics which was terrible and I 
didn t have German A level but I did it and it was great and I went to live in Germany for a year. Then I 
qualified and graduated and thought there has got to be something more than this. I went into a job using 
my German working for an Assistance Company dealing with medical emergencies abroad. I was 
talking to people that had people die on them or something and it was really depressing. I kept thinking 
IVe done 3 to 4 years really hard work because I worked hard for my degree and I just thought this is 
really depressing so I jacked it in because I couldn't stand it anymore. Then I sat down and thought about 
what I really wanted to be. I dont consider myself a natural at standing up and talking to people. I love 
teaching the actual pushing on o f information and I love the reactions o f someone learning for the first 
time. I thought then that I wanted to be a teacher. If I had really thought about it before I think I would 
have come to the same conclusion.
Theme 3
I had worked with young children and qualified as a nursery nurse too but I had always thought that I 
wanted to be the teacher because I wanted the control. I thought right this is it I'm not going to mess it up 
this time and I have taken so many roundabout routes and not gone directly into anything but that was it
I can't really think o f anything it sounds really boring but when I went into school for the two week 
observation I met this girl called Kelly who was eleven who couldn't write very much or spell, she was 
sort of SEN but in a class o f mixed ability. They did some writing about themselves and I went around 
taftdng and checking the work had been more or less what I had expected. When I got to Kelly I thought 
this is terrible it's awful and I just checked it and every single word was wrong - she had written a whole 
page. She was so embarrassed about it and I obviously didn't let her know I was shocked by it and I got 
chatting to her. We overcame the embarrassment when she realised I was interested in her she stopped 
being embarrassed and we corrected the most important things. After that I became quite friendly with 
her and she came to me and it was really nice... she was very appealing and quite sweet.
We overcame it and she felt better about herself, which made me feel better.
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Theme 4
My ideal teacher is someone like my old Maths teacher whom I had personal tuition from. She was a big 
round lady but really friendly and completely nice and friend o f my mum's. She taught Maths and she 
taught nght through to A level and was so funny. I hated Maths before I had this lady but we would be in 
fits o f giggles the Maths she would make was so interesting and it was so fun. We had 2  hours on 
Thursday evening and to me it was so amazing how interesting she made it.
She didn't ask me to do anything I couldn't do - but she was really firm and wouldn't let me run away 
from anything I had to sort it out and come up with a way I could cope with it and that was brilliant. 
That’s exactly what I think teaching is about.
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2. Stage 2 - October to December 1994
2.1 Diary of Anike Carter 
Thursday 27th October
Good day today. Essay finished - presentation on Macbeth done. Went quite well. Actually felt I had 
made some progress.
Friday 28th October
Essay finally handed in. Actually quite pleased with it, managed to get it done before time. Had D&T 
first session General consensus, not good. Most people took an immediate dislike to teacher 
(patromsmg, very condescending) pity as I was initially looking forward to D&T (was inspired by 
teacher in two-week observation).
Monday 31st October
10  p.m. Surrounded by drawings, paints, paper etc. Desperately trying to finish off Art book but know I 
haven't enough time. Feel bad about not doing any this weekend. (Had to go house hunting in Leeds). 
Feel like I haven't had time to sit down let alone relax. Had to miss Maths this afternoon, came home to 
do some Art Didn't want to miss Maths, but felt I had no choice. Am starting to feel really pressured 
again. Haven't had an opportunity to plan for school yet This is starting to worry me.
Tuesday 1st November
7.30 a.m. Art book due in today. Seemed to have had no time to finish it. Dont want to ask for extension 
need to concentrate on block exp. Will have to miss RE
8.45 p.m. Just got in, bad day. Art book which I didn't feel happy with it, didnt have time to do it 
properly, said as much on the comment sheet we were given. Have enjoyed Art but really had so little 
time. Good sketchbooks have been given in. Too ambiguous a task, no lim it Dropping first one in the 
bath didnt help, nor did having to go up to Leeds this weekend. Can't afford a whole weekend off. 
School tomorrow, tried to find activity in the library concerning dimension, was too tired really, no joy. 
Have gone over sheets the teacher gave me, had an idea to use playing cards to illustrate dividing 52 by
3. Now I have had idea, doesn't seem as frightening. Need to write lesson plan, eat then go to bed, am 
exhausted.
Wednesday 2nd November
This morning was a bit awkward. There was a staff meeting but due to the layout in the staffroom , 
students were a t one end and staff at the other. The meeting discussed the lead up to Xmas - planning 
events. Students not included at all. A potentially difficult situation, aware o f  the need to make an effort, 
so when we were told to do our own thing instead o f  being involved in what the teachers were doing, I  
volunteered to help them out. A t first they said no. Then they accepted it. It seemed to help and they 
were definitely more relaxed and friendly.
Last day at school before block school experience. As I realised also today that the class teacher I am 
with is totally demoralised with teaching. Seems to dislike everything about it. Everything in the 
classroom done using worksheets. Seems to be little discussion, collaborative group work or use of 
stories. Took a group for Maths, 12 (had asked for 6 -8  as it was my first attempt at leading a group) was 
given the 12  lowest ability, half o f which were special needs.
I felt worksheets were boring and lesson was chaotic, so I didn't know what they were each capable of, or 
what she expected. She didn't seem to want to discuss anything they had already done on the worksheet I 
had prepared the activity for! Before the lesson she said it was self-explanatory. I felt I had so little to go 
on. I didn't know the best way to help the children who were obviously struggling. A  few seemed totally 
unable to do anything related to the worksheet, regardless o f how much I simplified it. They were very 
bored and became disruptive, those who were working had to wait for my attention, and became 
demoralised. I tried to explain to the teacher afterwards and get some positive feedback but she didn't 
seem to want to discuss it, she just said, "if you think coping with 12 is bad, try 3 5 ."
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Felt my position o f respect, had been undermined. Children behaved badly and got away with it I felt I 
had been put in an impossible position because I wouldn't have chosen to create that type o f learning 
situation. It was asking for trouble. I had no choice but to continue with worksheets even though I 
instinctively knew it was not working.
Spoke to Anita, she was brilliant as always, vety supportive. Thinks I need to speak to tutor. She restored 
some of my confidence. Gave tutor a ring but she was out Do I really want to do this? Yes, but in order 
to develop, I need to create some opportunities for myself to experiment and try new techniques.
Thursday 3rd November
Better day, feel more positive, managed to do some planning after lectures in the library.
Friday 4th November
Pleasant day, friendly people aware they wouldn't see each other for ages. Made arrangements to keep in 
touch. Tonight five o f us are going up to town to celebrate making it this far.
Sunday 6 th November
Very busy weekend - had very little time for college work. Bought wedding dress, my parents met Rick’s 
parents - highly stressful. Spent the whole o f Sunday afternoon and evening planning for school. Now 
feel I am prepared, still apprehensive about tomorrow but want to do it nonetheless.
Monday 7th November
Good day, felt I was well organised and in control (for once). Am making some headway with the 
teacher think we are beginning to understand each other a bit better.
Tuesday 8th November 100  a.m.
Another good day, still have difficulty relating to the teacher get the feeling she doesn’t think much o f 
students. Feel she is a bit restricting, limits me to certain spots per day, otherwise I am not involved 
unless I involve myself. She very much wants to be in charge o f the organisation o f the class. Am 
shattered, have just finished planning since about 7 p.m. Have managed to get a lot done so it was worth 
rt. Felt today that children were really accepting me more, and am already fond of some o f them.
Wednesday 9th November
Felt more positive after yesterday, a wee bit nervous about [supervisor] coming in tomorrow but think I'll 
be okay.
Sat in with [other student] whilst she took 5th year French. Don't speak French, only German but am 
interested in the teaching o f languages in general so enjoyed it. The class has a reputation for being a 
handful and certainly appeared to be living up to their reputation. I told [other student] I felt that the 
other teacher didn't really like students and I would rather help with the French. She said she had 
anticipated this and had arranged for me to watch another lesson o f PE as it was important I got an idea 
of what went on. I really appreciated this. Lunchtime I spoke to a lovely supply teacher who was very 
friendly and positive about teaching and made me feel much better. She said she had had trouble getting 
on with my teacher initially but that this was just her manner and to persevere. I felt even more today 
that their teacher and I were beginning to understand each other and I feel more confident in taking the 
whole class. Am doing chapters of a story every day and this is going well.
Thursday IQth November
Big day today, went well. Took two groups for Maths, one group for Geography and whole class for 
story. [Supervisor] gave me a good report. I was slightly nervous when she arrived, but managed to 
recover. She seemed pleasant and was very positive so both the teacher and I were pleased.
Friday 11th November
Spent most o f today helping out. Observing my group, marking and taking in books. End o f a busy week. 
Feel I have progressed a lot this week. Was very enjoyable on the whole. Really glad it's Friday. Having a 
relaxing weekend, going into the office tomorrow to type out some sheets etc., for next week.
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Monday 14th November INSET Day
Tuesday 15th November
Another positive day - learnt a lot about not making too many assumptions. Mainly helped the teacher 
out this morning, after lunch, library. I led a 2 0  min discussion about books they were reading and why 
they enjoyed them etc. Really enjoyed it. Relaxed atmosphere, beanbags, low level tables most of them 
love books, many volunteers. Followed by me taking whole class lesson, on a follow up to a story read in 
4 instalments last week. I had prepared a worksheet which consisted of open ended questions about the 
book and was to be done as a listening, reading assessment I had prepared the worksheet well and 
wasn't worried but lack o f experience let me down on the introduction to the task. I was careful to go 
through exactly what was expected but again had over estimated what they would do or rather 
underestimated how many times I had to explain the task in order to get them to produce quality work. 
The teacher is very helpful.
Wednesday 16th November
Benefited from yesterday, as I made sure today that my intro was extremely thorough and very basic. 
FThe teacher] away until 11 a.m. so I took register and first lesson, plus getting them all down to 
assembly. [Supervisor] came in to assess. Went realty well. I was amazed at how well it went, although I 
did try really hard to keep it all together.
Feel I have made so much progress already, but am absolutely shattered Have taken on a lot o f duties, 
i.e. Maths totally, for all 3 groups. Did whole class into shape and space after break. Made me aware of 
how much I have to learn. Good feeling though
Thursday 17th November
Again did a lot today, made whole class activities. Also did compass activity with 6  children outside and 
around school building. Reminded me of importance o f continuing to take small groups as well as whole 
class. Was lovely to get to talk to each o f them, activity was informal and designed to allow them to use 
their imagination and energy to create a quiz for others to use. We all need an enjoyable time and the 
children responded well to being able to use their own initiative. Was nice to have a break fiom  having 
to constantly think about the rest o f the class which still requires a lot of effort
Friday 18th November
Did a lot of work last night. Am very tired today. Have just got in and collapsed. Am absolutely 
exhausted, dont feel too well. Today was okay, but deliberately didn't have too much to do, as this week 
has been so hectic. Being so tired resulted in me having less enthusiasm than normal and the children 
always pick up on this. Could be that a lot o f other staff and students were also worn out Glad it's Friday. 
Hope I have more energy tomorrow as I have a lot o f planning for next week to do.
Saturday 2Qth November
Had to be up early. Worked a few hours looking after a two and a half year old for an ex-employer. 
Found it very difficult to get up, feel worse, if  anything today, went to bed at 8 .0 0  p.m. last night 
Enjoyed looking after Linda, she is now attending a small private kindergarten called "Fledglings" and 
has developed a lot since I last saw her 3 months ago. Was interesting to be able to adapt some of what I 
have learnt so far on the course to fit in with her needs. Her ability to reason and express herself is 
amazing for two and a half years. She definitely knows what she wants but can be distracted if  needs be - 
challenging but very enjoyable. Nice to be in a less formal or structured learning environment. Another 
early night, did some planning for Maths but gave up, feel terrible!
Monday 21st November
Tried to go in this morning [the teacher] sent me home. Feel exhausted, shaky, very white, have to go to 
bed.
ILL ALL WEEK
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Friday 25th November
Am beginning to feel human again. Have been forced to spend most of this week in bed. School have 
bœn fine, [the teacher] rang yesterday to say not to worry. I sent some lesson plans in via Lucy in case 
they were o f any use. This week has been so frustrating. Doctor thinks it's either Malaria or exhaustion! 
Am hoping its  just exhaustion. Dr. told me off a) for going to Malaysia without malaria tablets b) for 
working too hard. Felt really down yesterday, all week really.
Impossible for me to be in bed and not want to do some work, or to not worry about school Dr gave 
strict instructions to do absolutely nothing but sleep and watch T.V until Monday 28th. Have done some 
work, tned to tidy up my file but generally felt too tired. Sometimes I feel better, have relaxed for the first 
tune m weeks but cant seem to find the energy to do anything. Today I am dressed for the first time 
have brushed my hair, and am again trying mind over matter. My limbs still feel wobbly if  I do anything 
Have cancelled plans to go out with fiiends tonight. What a birthday! 28 and feel like 98! Rick has been 
fantastic. Tried to take stock o f library books yesterday. Woman at library totally unhelpful. Refused to 
{n^ ilist o f books, I have out or those overdue, reminders not sent to home and only to pigeon-holes 
whtch PGCE haven't allocated before we went on Block Experience. She said my fault for not knowing 
where my prgeonhole was! Tried to explain I was a bit overloaded with work and needed to sort out what 
books overdue etc., couldn't afford to pay big fines. She said only way to check my record, for me to 
come m to college and look at computer in library -  fine! According to her I already owe about £4.30 
books are overdue. Thought I have renewed them but obviously not! Reminders are sitting in my 
pigeonhole in college somewhere!
Last straw, tears, impossible week, just trying to do my best. Rick was so kind, volunteered to go into 
cofiege for me after work and take back all my books and pay fines. Will be glad when this course is 
over. Beneficial but not always enjoyable. [Supervisor] has been very positive and helpful so fer. Says not 
to worry about missing this week - easier said than done.
Monday 28th November
Good day. Went back to school, still feeling very wobbly. The teacher was okay, had planned an easy day 
for me, so I mainly just did some marking and catching up on what had gone. Talking to the kids and 
helpmg out. It was great to be back. I had missed being part o f it all. Children hadn’t really been told 
why I was away so nothing really was said. Some asked me most didnt By 3.15 p.m. I was feeling tired 
and so came straight home.
Forgot to say that 6 M did their assembly today in fient o f Upper School. I had helped to organise the 
play and they were fantastic. All went well and despite being very long.
Tuesday 29th November
This morning was really enjoyable. Hectic but good - 1 had a mixed group of about 12  for the whole 
morning. It was an Art class and they had finished their set activities and so I set them the task of 
making witches fiom a description and pictures fiom the book/Witch VIP which 6 M had been reading. 
After discussing methods and materials they drew a design and then created their witches. They all 
worked really well and I thoroughly enjoyed it.
Wednesday 3Qth November
Found it difficult today. Had whole class for integrated lesson. I was taking lowest ability group for 
Maths and it had been intended I also supervise the rest ofthe class.
Group 1 were restless and crowded together and not particularly focused. This would have been 
manageable but I found having to deal with constant questions and requests for help fiom the rest o f the 
class hard to cope with at the same time! Definitely need more practise, as this was the first real attempt.
Thursday 1st December
Nicer day today, rotational symmetry with group 3. Lovely group, quite a treat. Keen, able, challenging 
to explain RS though as a lot o f room for confusion.
Managed to find spare classroom and Maths with Group 2  was good I was able to do my own thing and 
insist on certain things fiom  the beginning. I find it so much easier out o f the classroom. Also when I
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have some choice about the content and the way it is portrayed Have just finished preparing RE on 
m its  for tomorrow. Dont feel especially qualified to talk about saints but will tty and appear 
knowledgeable. It feels at the moment like I'm cramming a new subject every day.
Friday 2nd December
RE went okay. Felt they were not really bothered initially which I had anticipated so I had prepared some
ofthe more interesting stones about the saints, which happened to be quite goty. These went down very
well and livened up the lesson. They really listened which felt great, as the task they actually bad to do
was not my idea and not one I would have chosen I felt at least part o f the lesson may have made an 
rmpact.
Monday 5th December
Am al last beginning to feel better. The last 2  weeks have been awful. Although back at school last week 
I dtd kttle whole class teaching and didn't feel in control at all. Unfortunately, I sense that my 
relationship with the children has suffered as a result o f my absence and my not feeling up to it. Up to 
now I have not had any real trouble with discipline but did today. Had group 1 for Maths who led me a 
meny old dance. There was no spare classroom so I was trying to speak at the same time as [the teacher! 
I didnt lose it completely but didnt enjoy it at all. I hate not being in complete control. They got awav 
with so much. J
Also this morning set up decay experiment in Science. [The teacher] actually interfered quite a lot, 
maybe she felt she needed to, or that she was helping, but I found it impossible and the children ended 
iQ) not knowing who was in charge at all. Total confusion [the teacher] actually finished up the activity. I 
think out o f habit, but I was disappointed as I felt I needed to see it through.
Tuesday 6th December
Alro not a happy day. I did very little, not by choice, but through circumstance and [the teacher] didnt
really want m y help, so I felt a bit redundant. Prior to being ill, I had taken on a lot and never had a spare
minute. I was exhausted but pleased with my progress and so was [the teacher] and the headmistress as 
she told me.
I am beginning to lose my confidence and cant seem to talk to the children as I did before. Because of 
the problems with "discipline, if  only minor, I am starting to panic". I hate not being in control and also 
not doing very much. I am shouting too much in an effort to keep control. This is not really my style so I 
am not comfortable with it
Felt [the teacher] is dissatisfied with me, but have asked and she is reluctant to talk as usual, and I am 
beginning to get really fed up. I have worked so hard on this placement and don't think things are going 
as well as they should be.
Wednesday 7th December
Another bad day. In fact the worst so far. [Supervisor] turned up unexpectedly, and a rehearsal was 
scheduled in the middle o f my lesson which threw me a little. I performed badly due to nerves and my 
lack o f confidence showed up. I did things not in my style and the lesson did not go well.
Discipline was a problem. [Supervisor] was unhappy with my progress and surprised, I  think, as I  had 
been doing so w ell I  can't really explain to her or [the teacher], but Ifee l I  have lost 2 weeks' practice 
and this is such a long time out o f 6  weeks. I  have been rushed into doing what I  should by this time, and 
on comparing m yself with others, but fee l I  have suffered because this didn't fee l like a comfortable 
progression. la m  not used to feeling like a failure, as I  did today. I  didn't know how to handle it.
Also I overheard some of the other teachers slagging off the students again, which didn't help build my 
confidence at all. Moral here is generally low and I overheard some of the staff saying how much they 
envied one of them who is leaving at Christmas to go overseas for 6  months.
Thursday 8th December
Better. Last night was terrible. I felt very down, my confidence was badly shaken by [Supervisors] 
comments. Lots o f tears and anger and frustration but managed to shake that off and go into school today 
feeling positive. I am trying so hard to view each day as a new day with new opportunities and
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Friday 9th December
Wonderful day. Could have been chaotic but I think my enthusiasm for making things spilt over and 
f S S  Veiy C0'0t’f atlve f d  worired really hard. I have learnt enough to know that planning and 
otgmusaronts everythrng so had prepared thoroughly. Couldnt realty afford to buy the materials but it 
ford off The results were very pleasing. I had presented it as a design challenge with certain 
^nmsiiosoo who could draw the best, so as they all had access to the same thing. 
some of the best results came fiom those who dont often do the best written work. They drew plans
itMe prototype cards m paper and then went on to make their best card. The exartgrle cards were really
nsefidand provoked a lot o f comments fiom the children. I had tried hard to make them imaginative and 
attractive and this is what I asked the children to come up with, and they did.
Lunchtime was their Christmas lunch. Enjoyable but absolute bedlam Lovely atmosphere, veiy relaxed, 
good humoured. The children realty enjoyed it. I enjoyed watching them getting on with each other. 
Veiy little teacher intervention. It amazes me how grown up some of them are already.
Monday 12th Decemher
CoUege Felt today was wasted. Science this morning was relaxed, quite interesting and pleasant. Okay 
so fer. Lunchtime was spent looking for RE books in the library. Maths this afternoon was long and 
boring and felt irrelevant Had spoken to other groups at lunchtime and this was the general opinion. 
Lesson didnt finish until 4.45 p.m. fer too long, everybody very busy at school, exhausted and felt today 
couldhave been better spent in school or in bed! Listening to a stress talk about her experiences can be 
interesting but when you cant keep your eyes open and cant stop thinking about activities, you need to 
plan for tomorrow, and it is not the most effective use o f valuable time.
Tuesday 13th December
Am beginning to get anxious about the supervisor coming in. [The teacher] has given me a copy o f her 
report on me. Veiy fair and complementary. I was pleased and felt it reflected my hard work and w asa  
realistic overview of what I had achieved. Still feel that their supervisor coming in is just a technicality 
but necessary to give a good impression nonetheless.
Wednesday 14th December
Good start to day - made a Christmas display outside classroom with bits and pieces in storeroom Used 
children s D&T Christmas cards and they look lovely. They all said how nice it looked so that gave me 
great satisfaction.
[Supervisor] came in after break. I had planned lesson carefully but once again didnt work out too well - 
subject was RE not the most popular. I had planned to get a discussion going, so had asked them to move 
V f 5 e^ '’ aU around B/B. Unfortunately, just as lesson started, rehearsals were announced and
all but 12 disappeared. I was left with those who hadnt been picked to participate in the play, choir, 
orchestra etc. All boys, those with poorest social skills and short concentration spans and predictably the 
planned discussion did not happen. I decided to concentrate on discipline as they were extremely rowdy
-------------------------   0 ~ v  XZ1E MM4X, MO x  J U O l  W tU U M A  LU g t
came in gradually and the boys settled down when surrounded by others more sensible.
I remained in control, lesson had not been very effective in as fer as it had not really touched on what I 
wanted them to learn, but I had made the decision to move on and not to push it as I felt the activity was
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teaohefl had started a display in the entrance foyer, on the request o f Miss C (the head). Miss M. had to
wa! ft i" I™ 8!  ,Fimshed it off and had inaiy positive comments including some 
fiom  Ms C, so this made me feel slightly more capable.
Thursday 15th December
CoUege - nothing much to say. Core group met today, no one was really in the mood for chatting. Essays
given bade, realty pleased to get excellent. Decided not to stay for lunch, felt so tired and a bit side. Came 
home and slept for hours.
Friday 16th December
P0” ! '3^ -; B u y  all day. Both my dass activities went well, especially the sound which was my treat 
for 6 M  We played a game, questions on shapes, in team’s chocolate for a correct answer Team got to 
shme thereout at the end I got presented with a card they had made and signed Veiy touching. They all 
said goodbye and gave me cards and various bits and pieces. Nice to be finishing a relief really but will
” aBy [Teacher] gave me a pressie too, had quite a long chat Said goodbyes to M iss C
etc., and left Came home and went to bed at 1.00  p.m. Absolutely exhausted.
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2.2 Researcher Observation Visit - First Block School Experience
9.10
9.15
9.20
9.25
9.30
9.35
9.40
9.45
Busy classroom atmosphere and the children busily working on a range o f different activities.
Control and discipline - children not really responding first time had to really work at 
maintaining this.
Anike busily focused on children and marking the books. Two boys in the corner really are 
playing up. Anike approached them calmly and asked them to continue to work. The two boys 
then disappeared - jumped in and out o f the room a couple o f times and then noticed again
Classroom noise - level rising - no response fiom  Anike.
Anike quite focused on the marking - perhaps moving around the room would have given the 
sense o f physical presence.
Sensitive approach with the children and certainly they are responding to her very well. 
Classroom quite large - giving a lot o f space for children o f this age. Looks quite organised and 
display work presented well. Resources look limited.
Children starting to queue around Anike to be seen - conflict between seeing everyone work, 
sitting in one place, getting around the class.
Is calm and confident and look relaxed with this age group. Certainly gained the respect ofthe 
children-but still balancing the scales in developing her own style of teaching (concerned about 
control/still working on this).
Concerns for individuals. Looks tired but not really showing to the class. Settling into role of 
the teacher in absence o f class teacher.
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2.3 Student Teacher Commentary on Observation - First Block School 
Experience
This lesson was intended to give the children and myself the chance to catch up on the week’s w oik
in,' ,o ^ up ^ why- 1
as much time on marking work during the lesson.
Wayne and Odium who pkyed up are generally the most easily distracted and both had found the 
disruptions hard to cope w ith They found it difficult to work one minute and rehearsals the next. The 
class teacher and I had agreed not to make a big issue out o f this and just to be as consistent as possible.
The children often leave the classroom, to go to the toilet, to receive help fiom  various people to
phm oow  etc. They should but forget sometimes to ask. Initially it is a bit disconcerting and veiy
difficult to teep track on things. Being m Year six they are given quite a lot o f fieedom within the
school i.e. bemgallowed m the classroom unsupervised during play times and at lunchtime. Sometimes 
tliey abuse this fieedom
It would have been helpfid to have had the chance to talk to you for a few minutes afterwards to explain 
the lesson but we talked about this anyway when we met but I felt I warned to make these
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2.4 Supervisor Observation
First School Experience
2.4.1 Observation of a Mathematics Lesson 1 0  November 1994
S S p —EÏEHë—H
I B S W i S s
=EE==5 ~ " - - —---=
A good working relationship has already been established. Promising start!
2.4.2 Observation of a Language Lesson 16 November 1994
B = " .~ = ~ 3 EE?=SE
IH a llag C n iC ttL
^  goülg ^  assen* 1y- The class certainly accept you as their 
^  ^  shnply by asking them somefoing you
tosonsttucture/plan seems more sensible now but you need to write down the detail. Ignore the rhetoric 
just get down to the fàcts/materials etc. I won’t take you much longer don’t worry. It also helps - 
evaluation because then you can comment on these points as the basis.
You are managing the class well and they are responding to you so that is a big plus. This means you can 
now concentrate on getting the detail in your planning. Yes I am pushing it a bit - it the long run it 
makes things easier for you!
2.4.3 Observation of a Science Lesson 7  December 1994
t Æ ^ Z *  y0Ur VOiœ SOimded a litÜe hoaise and shrill this morning. You must be able to talk quietly
it is easier to do the example first on the board so that they can get the idea o f categories or 
attributes Tlrey need to understand fiom the beginning ofthe activity why and what they are doing - 
well done! You went back and did as a very clear explanation of what they were meant to do with their 
shapes. Perhaps m terms o f whole class management it would have been better to immediately focus 
them on the task rather than the explanation about the computer woik. You are tiying with your voice.
Lesson plans are generally clear in intention and resources. Your evaluation is very honest and focuses 
nghtiy on problems with class management. Perhaps it could also focus in a little more detail on the 
nature ofthe content m relation to the ability o f the children. Take two top, two middle and two bottom 
children and review their handling of material. When you have your own class you will need to think 
how you will manage the rest o f the class - when you have to explain careful new work to a smaller 
group. They did get a little noisy and needed to be focussed earlier. Don’t threaten things you can’t carry
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out They know what is reasonable or not. You have lost your confident relationship with them and are 
panicking a little. You don’t need to there are lots o f good things going on.
2.4.4 Observation of an RE Lesson 14 December 1994
I am sorry that your preparation for the whole class has been put off a bit by the Christmas events. They 
were a bit over excited and unruly but you did try a range o f strategies to try to maintain an organised 
discussioa You were very patient with them and in feet amid all the irrelevant chatter there was a great 
deal of interest in much o f the woik and some good contributions made. When the choir children 
returned, was individual instruction the best method? Would it not have been possible to group them for 
five minutes to explain? Then they would have got more out o f it I think. In terms o f class managmnmit 
you need to be able to employ organisation strategies which would allow total concentration on six 
children while other twenty are working independently. What was the intention(s) ofthe lesson? Was it 
a) to appreciate the uniqueness o f individuals? b) What one contributes to society? c) The use o f symbols 
to represent the concepts? I was rather confused about this. The discussion seemed to be a and b but the 
task was c orientated. Have you found a collection o f symbols or asked for examples? e.g. road signs, 
weather charts etc. They settled down quite happily to the task but what had they learned? Or what had 
you hoped they had learned? You were more positive and confident today and you maintained good 
presence in helping them to achieve the completion ofthe task.
I have charted a number o f things on the overview chart as you can see it is a range o f level two’s and 
three s all satisfactory. This is a very good platform for achieving one’s next time.
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2.5 School Experience Tutor Questionnaire
STUDENT TEACHER 
1. Could you write a brief descriptive overview of this student’s school experience?
g m g s s s
3' d°  -V0U fccl would ^  beneficial for this student to prioritise for stage two school
Matdring the task to the inventions within the lesson. (Sometimes task was related to the wotk but
4. What was the overall assessment of the student at the end of stage one school experience? 
AvoysatiJaaory tevei with strengths to level2 in a range of areas including relationshipsÿersonal
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2.6 Profile of Professional Development (PPD)
2.6.1 Starting Profile First School (October 1994)
I believe my current strengths are:
c r e a llv e ^ m e l ‘° *****“ "* enthuslasmf or aU » > *  »fArt work, handicrafts and
I believe that my areas for particular development are:
Science-I dropped the subject a t age thirteen and have had no interest since
To date my experiences of schools and children are as follows:
7W) yearn.# Arne ^ra/yearypari Awe a , a nawwy w/A cAf/Aea up fa Ae age a /" ^ ^
Two years training in nursery schools, day nurseries and prim ary schools during an NNEB course.
7W mammg^weeWwriag Ae^ uA/ww Am: 7994 A a /aca/7w#f mAaa/Ae#,g feaaA reaAag 
Two weeks observation prior to starting the course -yea r five to year eight.
Stage Priorities
To become more familiar with primary school procedures and routines and those within the classroom 
a b Z  ofrew u f^ ”Ce ^  ®  To ^  and research thls mbi ect and build HP
Design 70 a,sofocus
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2.7 PGCE FIRST SCHOOL EXPERIENCE- GENERAL DESCRIPTION
— g
WÊÊmasms
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2.7.1 Profiling Schedule
First School Experience
Weeks beginning you should be:
1 9 ‘ 9  9 4  * reading and talking with your Core Tutor about your Profile o f Professional
Development;
03.10. 94 * completing your Starting Profile (SP);
10.19.94 * working on Stage Priorities in the Institute and your placement school;
* recording Directed Time activities;
* undertaking assigned tasks in your placement school;
beginnmg to build evidence for particular Stage 1 Focal Competencies, e.g. 
F C 1,
24.10. 94 *
31.10. 94 *
*
14. 11.94 *
21 .11 .94  *
*
12.12. 94 *
09 .1 . 95 *
16. 1. 95 *
*
negotiating a work-load for (BSE 1) which utilises your SP and enables you 
to gain evidence for Stage 1 FCs;
contacting your School Experience Tutor (SET) (when this person has 
been identified;
becoming familiar with the content o f Stage 1 Focal Competencies;
ensuring you have suitable procedures for accumulating evidence;
familiarise yourself with the procedures for completing the 
documentation at the end o f BSE 1 ;
talking through your planning commitments and progress with your Class 
Teacher and SET;
thinking about the ways you will accumulate evidence for competence;
arranging with your Class Teacher and SET, dates and times for 
completing Stage 1 documentation;
completing with your Class Teacher and SET pages C6  and C7; 
meeting your Core Tutor with your completed Profile pages C6  and C7 ;
receiving your overall assessment for BSE 1; 
completing your Profile Update.
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First School Experience-Levels of Competence
(Students performance in school is graded across the levels o f competence Level 1-3  Satisfactory Level 
4-5 Unsatisfactory)
LEVEL 1
You:
• Participate in children's activities and keep detailed profiles and records o f children as learners which 
are perceptive and consistently used to inform your planning and teaching;
•  consistently create opportunities in teaching sessions for observation and assessment;
•  show Perception in identifying children's learning needs and consistently assess their work in relation 
to your planned intentions and their previous learning.
Your activity plans:
• display an in depth understanding o f the subject matter,
• contains very clear thoughts on linkage and progression;
• consistentfy indicate the range and use o f appropriate resources including IT;
• contain very clear statements o f intention which are consistently linked to teaching and organisation 
strategies such as grouping and groupwork;
• display imagination in your projected use o f the children's out o f classroom interests;
•  indicate creativity in planning opportunities for extending the children's learning;
• consistently indicate how the learning will be assessed.
Your practice:
• exhibits the characteristics highlighted in Level 1 o f the previous Area o f Competence;
•  consistently promotes human values in the way learning is organised and promoted;
• consistentfy combines flexibility and precision in timing and pacing;
• reveals very clear explanations and questioning consistently used for a range o f purposes;
• consistently includes teaching sessions which have imaginative introductions and very clear foci 
which arouse and sustain the interest and involvement o f the children.
You:
•  precisely convey appropriate expectations for work and behaviour in a way that consistentfy pre­
empts misunderstandings;
• consistently plan learning and employ strategies which gain and maintain the attention o f children in 
your teaching group(s);
•  have beginnings, transitions and endings in your teaching which are consistently smooth and orderly.
There is a very supportive relationship between the children and yourself. Children like working with 
you and display a high level o f interest and enthusiasm in their work. You actively and very effectively 
communicate with the other adults in your placement class and school. You are actively contributing to 
the life of the classroom and sometimes the whole school. You are clearly willing and able to engage in 
professional development.
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LEVEL 2
You:
• participate in children's activities and keep detailed profiles and records of children as learners which 
are thoughtful and frequently used to inform your planning and teaching;
•  frequently create opportunities in teaching sessions for observation and assessment;
•  show thought in identifying children's learning needs and frequently assess their work in relation to 
your planned intentions and their previous learning
Your activity plans:
•  display a depth of understanding o f the subject matter,
•  contain thoughts on linkage and progression;
•  frequently indicate the range and use o f appropriate resources including U ;
•  contain clear statements o f intention which are frequently linked to teaching and organisational 
strategies such as grouping and groupwork;
•  display thinking about the projected use o f the children's out o f classroom interests;
•  indicate thought in planning opportunities for extending the children's learning;
•  frequently indicate how the learning will be assessed.
Your practice:
•  exhibits the characteristics highlighted in Level 2  o f the previous Area o f Competence;
•  frequently promotes human values in the way learning is organised and promoted;
•  frequently combines flexibility and precision in timing and pacing;
•  reveals clear explanations and questioning frequently used for a range o f purposes;
•  frequently includes teaching sessions with stimulating introductions and clear foci which arouse and 
sustain the interest and involvement o f the children.
You:
• convey appropriate expectations for work and behaviour in a way that frequently pre-empts
• misunderstandings;
•  frequently plan learning and employ strategies which gain and maintain the attention o f children in 
your teaching groupes);
•  have beginnings, transitions and endings in your teachings which are regularly smooth and orderly.
There is a good sound relationship between the children and yourself. Children willingly work with you, 
are interested and complete the set tasks. You actively and effectively communicate with the other adults 
in your placement class and school. You show a willingness to contribute to the life o f the classroom and 
sometimes the whole school. You are wilting and able to engage in professional development.
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LEVELS
You:
• participate in children's activities, keep profiles and records o f children as learners which are 
sometimes used to inform your planning and tearhing;
• sometimes create opportunities in teaching sessions for observation and assessment;
•  identify children's learning needs and sometimes assess their work in relation to your planned 
intentions and their previous learning.
Your activity plans:
•  display a variable understanding of the subject matter,
•  contain some thoughts on linkage and progression;
• indicate the range and sometimes the use o f resources including IT;
• contain statements o f intention which are sometimes clear and linked to teaching and organisational 
strategies such as grouping and groupwork;
•  display some thoughts on the projected use o f children's out o f classroom interests;
•  indicate some thoughts on planning opportunities for extending learning;
•  give some indication o f how the learning will be assessed.
Your practice:
•  exhibits the characteristics highlighted in Level 3 o f the previous Area o f Competence;
•  sometimes develops human values in the way learning is organised and promoted;
•  sometimes combine flexibility and precision in timing and pacing;
•  reveals some clear explanations with questioning used for more than one purpose;
•  tends to include teaching sessions with focused introductions which sometimes arouses the interest 
and involvement o f the children.
You:
• convey appropriate expectations for work and behaviour in a way that sometimes pre-empts 
misunderstandings;
•  plan learning and employs strategies which gain and sometimes maintain the attention of children in 
your teaching groupes);
•  have orderly beginnings and endings in your teachings with some smooth transitions.
There is a working relationship between the children and yourself. Children complete the work with 
some interest though enthusiasm may sometimes be missing. You communicate when necessary with 
other adults in your placement class and school. When asked you contributes to the life o f the classroom 
and sometimes the school. You progress in your attempts to engage in professional development.
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LEVEL 4
You:
•  tend to experience difficulties in participating in children's activities and in keeping profiles and 
records o f children as learners with limited use made o f these in planning and teaching;
•  create limited opportunities in teaching sessions for observation and assessment;
•  attempt to identify children's learning needs but tend to experience difficulties in assessing their work 
in relation to your planned intentions and their previous learning.
Your activity plans:
• display a limited understanding o f the subject matter,
•  contain limited thought on linkage and progression;
•  occasionally indicate the range and use o f resources including IT;
•  contain general statements o f intention which are infrequently or spasmodically linked to teaching 
and organisational strategies such as grouping and groupwork;
•  display limited thought on the projected use o f children's out o f classroom interests;
•  indicate limited opportunities for extending children's learning;
•  give limited indication o f how the learning will be assessed.
Your practice:
•  exhibits the characteristics highlighted in Level 4 o f the previous Area o f Competence;
•  indicates limrted attempts to develop human values in the way learning is organised and promoted;
•  reveals limited flexibility and precision in timing and pacing;
•  tends to include imprecise explanations with questions lacking clarify and purpose;
•  includes teaching sessions which tend to lack focused introductions or sustain the interest and 
involvement o f the children.
You:
•  tend to convey expectations for work and behaviour in ways which cause misunderstandings;
• plan learning and employ strategies which sometimes gains and occasionally maintains the attention 
of children in your teaching groupes);
• &nd to experience difficulties, not encountered by the Class Teacher in achieving order.
There is a relationship existing between the children and yourself but the 'working" aspect is less evident 
and the relationships may be inappropriate. You tend to experience difficulties in communicating with 
other adults in your placement class and school. You may convey a lack o f interest and enthusiasm for 
contributing to the life of the classroom and sometimes the school. You make limited progress in your 
attempts to engage in professional development.
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LEVEL S
You:
*
• create few opportunities in teaching sessions for observation and assessment;
make few attempts to identify children's learning needs and often find it difficult to assess their wotk 
m relation to your planned intentions and their previous learning
Your activity plans:
• display little understanding of the subject matter,
• contain little thought on linkage and progression;
• seldom indicate the range and use of resources including IT;
amtain vague statements of intention which are seldom linked to teaching and organisational 
strategies such as grouping and groupwork;
• display tittle thought on the projected use of children's out of classroom interests;
• indicates few opportunities for extending children's learning;
• give little indication of how the learning will be assessed.
Your practice:
• exhibits the characteristics highlighted in Level 5 of the previous Area ofCoirçtetenœ;
• mdicates few aKcmpts to develop human values in tire way learning is organised and promoted;
• reveals little flexibility and precision in timing and pacing;
• often mcludes imprecise explanations and questioning with both often exhibiting a language mis- 
matcn;
• o te; includes sessions which lade focused introductions and do not sustain the interest and 
involvement of the children.
You:
•  usually convey expectations for work and behaviour in ways which cause misunderstandings.
•  plan icmrting and employ strategies which usually fitil to gain and maintain the attention o f children 
m your teaching group(s);
• often experience difficulties not encountered by the Class Teacher in achieving older.
There is usually little rapport between the teaching group and yourself. Your relationships with 
individuals may be inappropriate. You often experience difficulties in communicating with other adults 
m your placement class and school. You usually make few contributions to the life o f the classroom or 
the school. You make little progress in your attempts to engage in professional development.
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FC1
FC2
FC3
FC4
FC5
FC6
FC7
FC8
FC9
FC10
FC11
FC1 2
FC13
FC14
2.8 Profile of Professional Development 2
Tbs document lists the student teachers annotations referencing their entries in their profile for this stage
2.8.1 Stage 1 Focal Competencies 
Student Commentary
See lesson plans (21 41,20). Feel I have many opportunities to take part as well as to observe and this 
has given me a much better idea o f their different levels o f understanding and participation
during integrated lesson.
After initial negotiation I feel much more confident and informed about assessment and always try to 
consider opportunities for this when planning now.
Lessons which covered this - specifically were 9 ,17 . Having had responsibility for Maths also gave me 
experience o f this, as it was necessary to be able to plan lessons for different ability groups.
(15, 38). Use o f shapes in shape and space and also in Art and D&T was important I feel these lessons 
t o % % ild r e ^ ^  because I thought carefully about how to utilise resources to give maximum benefit
(4, 8 , 22 ,25  31). Again I have tried throughout this practice to relate my objectives for the children's 
learning with practical ways for achieving this. I feel I have improved in this area and it has been one of 
the most important learning experiences for me.
I also realised very quickly how necessary it was to plan work which would stretch the most as well as 
the least able and so have addressed this in my planning I do feel my ability to match the work with the 
child has improved with my knowledge o f the children.
Probably tlie area where I have had the least practice but have managed to do this occasionally Once in 
the first lesson, where they described each other and their hobbies and again recently when they used 
their knowledge of say football or fish to create a decision tree on the computer.
(6  20, 28). I took a group o f 7/8 for compass work and they split into a two and two three They 
collaborated to practice a ... for other children. Both I, and the children enjoyed it and they co-operated 
with each other to produce some very good work.
Again, I consider learning about pace and timing to be one o f my important lessons learnt so far. On 
many occasions this has made the difference between a successful and less successful lesson.
I have also been encouraged from the beginning to introduce activities with enthusiasm and in a way 
which is hkely to motivate and excite the children. I have found that careful planning and preparation 
combined with increasing knowledge o f the subject.
44  ^ Mialter Illakes this easier. So for, we have concentrated on considering special qualities 
which have made people stand out and be remembered and qualities in ourselves which we feel are 
special, and ways in which we can make the most o f these.
(11, 12 30, 44). This I am aware o f constantly and would say occurs very often. I am now becoming 
more adept in matching the questions to the child and adapting my questioning techniques to fit the 
purpose, child and situation.
(14 18,27,19). This too, I feel is a skill which is practised eveiy day during every lesson. I am learning 
techniques to enable me to become more skilled in this area, and feel more confident all the time. Having 
said that I am also realising that it is important to be aware o f external factors that can affect the way in 
which children respond and to vaiy my approach in response to these factors i.e. bad weather, constant 
interruptions, Christmas rehearsals, etc.
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2.8.2 Teacher's Annotations
FC1
FC2
FC3
FC4
FC5
FC6
FC7
FC8
FC9
FC10
FC11
FC12
Has shown an intelligent interest in what the children have done at all levels. Constructive comments 
made.
Particularly apparent in the management o f the Maths groups. Awareness o f individual children's 
learning.
Quality and accuracy o f assessment improved throughout practice. Had opportunity to do assess against 
N.C. ATs.
Relevant, good quality resources provided which provoked thought and enquiry.
Tasks provided were high on learning and reinforcement content
Again, provided differentiated work, particularly in Maths. Questioning aimed at different abilities. 
Covered in RE and PSE activities and discussions.
Opportunities given for this were implemented with good planning and outcomes.
Comments endorsed. This area has shown considerable improvement and awareness.
Good selection of practical tasks requiring investigation.
Questioning good - well structured. Follows up answers - stretches through questioning.
Has become aware o f the hidden problem o f keeping children's attention - developing strategies - 
encouragement and insistence.
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2.8.3 Agreed School Experience Overview
by [the
S U S f i f l l
3  praCtMl0ner- 1 ^  no that this good foundation will be built on in
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2.9 Student - Self Evaluation of Teaching Competence - First School Experience
Haring dismissed my progress so 6 r with [my tetcher] I f e e l l a m  cmenUy achieving the following
Assessment and Record-keeping. L evd  3
Planning, Preparation and Organisation. Level 2 _3
Teacher effectiveness. Level 2 -3
Management o f children. LeyeI 2
Personal and professional qualities. Level 2 _3
S "  t o e ' 2 b œ a u æ o fm y  ^  m,
b lS c D°W fe e U n 8  mUCh be“er a“d ^  10 th ie v e  a good Level 2 in all areas by the end o f the
2.9.1 Evaluation O f Professional Development 2 /1 2 /9 4  
[This is being done now as I was off sick from 21st - 25th Dec ]
* e e «
I have also instigated Science activities and feel more confident about Science in general although I feel I 
still need to concentrate in this area and build up my own knowledge and resources.
Language I have also concentrated on having carved out a theme from week 1 to week 5 W itch VIP 
which spread across a few areas including reading and listening, descriptive writing and Art.
Art and D&T I have had less experience with but nonetheless feel much more confident with. I plan to 
instigate a whole class DT activity in week 5.
RE I have done a whole class activily, but need more fsqierienoe as tittle has been done so 6 r. Mainly 
preparation for assembly/mass.
T ™8  d L the ^  unsupeivised- takinS the register and starting off lesson. Also 
fimshmg the day. Also confident m instigating whole class activities when whole class doing the same
Priorities
what work has been completed by whom.
My confidence was knocked by being off sick for 1 week. I also felt unwell the following week. It is only 
now 1 am begriming to recover.
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2.10 School Report First School Experience- Student Teacher
■
A n te  now needs more experience o f managing the whole class in a wider variety o f situations and in
L Z l ' i t r  f  h? r  much 1 ï ® 6  appredated the teIP ***  has been in the classroom, that at 
times I have found her most pleasant to woik with, and I wish her all the best in the future.
Progress Satisfectiny V Progress Unsatisfactory
The student has/has not seen this report
Class Teacher's Signature
Head Teacher's Signature
D ate............................
This student will have access to this report in [the Institute]. 
Please return to: FREEPOST, School Liaison Office
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2.11 Individual Interview Schedule - After the First Block Teaching Experience
Interview 2
Dec 1994
StajOTts were asked to bring their planning files and it was optional whether they decided to bring
With student and tutor consent photocopies were made o f observations and the overview report.
Ice breaker - How lias the term been? How are you? - Personal knowledge.
Themes:
’ PraCtiœ f°r ^  H°W d° y°U -  M 'n 3 mle?
Z Ï Ï l^ n S S  "  y°U ^  ^  what your concerns look like? -
3. How do you feel about the student teaching experience you have had?
4. How would you describe yourself as a teacher?
Take as much time as you like to think about this
2.12 Semi-Structured Interview- Summary of the First Practice
Response to Theme 1
Class teacher and school quite traditional and I knew from the start that I would have to jump in 100% 
into the class teachers style there was no halfway measures. I still felt pretty enthusiastic about this.
hi week three I got sick and had a week off. The relationships with the children were good to that point 
but when came back I felt like I needed a few days to settle back in and get my confidence again - a 
kmd of transition I suppose. The tutor came in and wrote a really negative flimsy. She had no time to 
talk to me; my confidence was completely shattered. I went home and I was really upset but before I had 
left school the class teacher had at least given me some encouragement.
Response to Theme 2
When the tutor came in she had no time and she was critical. The class teacher found it difficult to be 
open so I got veiy tittle feedback. I think what I needed was for someone to say it was okay and give me a 
pat on the back but that just didnt happen. The tutor didnt say to listen why I had changed a particular 
activity - 1 felt really awful.
I was surprised at my report because it gave me a higher rating than expected. The class teacher and the 
nead teacher were happy which was more important to me.
Response to Theme 3
Isee my role in different parts - the knowledge, what I need to know and what comes next. The National 
Lumculum/the school/the curriculum and what I am ready for.
The role o f and administrator against the organisation and getting what is best for the class. Striking a 
happy medium between tiying to balance. Management and control - don't shout but expecting a lot- 1  
recognise that you do however need to be firm and have rules. On the other side the children do need 
freedom to express themselves and be able to woik in different ways - different ways to be creative The
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s z z s z s j r  >”—"«™«"—y
Within all the Maths I was able to see all the children and the progress that they made.
2 8 1  felt 11,31 ti»61®™® a gap in that aU the children were not getting catered 
and the least able were getting nothing out o f the activities. Some o f the children tried to get out o f 
domg things and did. Resources too were a big problem.
Children m huge groups the boys on the table you observed have veiy different needs - they need 
attention. Year 6  class didnt get any extra help - the teacher didnt get any support and not enough help.
Response to Theme 4
Enthusiastic in spite o f eveiything and I want to do it so much. I am completely focused. Patience - 1 
have learned to be patient and flexible in working with the class teacher.
I think I have no set expectations and I would like to think that I am as supportive as possible.
Motivflafencouraging runs through. In my background the system Ailed me especially within secondary 
school. 1 try to be supportive and give the children a sense o f self worth - positive out o f it in the en d - 
that s what I tried to do. I like meeting individual needs and would love to do SEN eventually.
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2.13 Student - Validation
Comments From Reading Data Set
First Interview
aL hmVJU,nbl?  up my thoughts aPPearei Thought it made me out to be completely 
®0 t 0  ® speech 0,35568 on offer “o a  w e*!). Alter re-reading, and also looking 
t ‘ ° ? 6  t*»P e 8 teanscnptions, I now think that this is partly to do with the lack o f reading speech and 
the feet that we do not talk m the same way we write sentences down. I think however it gives an 
accurate picture o f why I went into teaching
Diary
Generally very interesting gave a good overall picture o f my feelings since September. Initially brought 
back some negative feelings, especially when I re-read how down and ill I felt in the third and fourth 
^ s  o f the school experience. Again when I thought about this, I decided I had done well to make the 
best o f things and remam positive. Overall I am happy with my progress and I think the diary reflects the 
hard work I put m and my desire to do well. However, it also showed me how intense I was about 
everything and I am making a big effort to take care o f myself and relax a bit more. I do feel much more 
mcontrel oftiim gs now (probably because I’m not in school yet!). Because I have had an opportunity to
^ ^ d ^ o  reflect on whatihave learned and to think about howican use this knowledge to best effect
Summary of the first Teaching Prartirp
l / d ™ S, S^ ° î WaSVely a ccu rate- 11 was beneficial to talk to someone at this time, i.e. after the end o f 
the IP, I feel that on reflection, I could have given a much better picture o f how I felt either if  the 
questions had been written down, (I find it much easier to focus myself this way), or if  I had had chance 
to flunk about the questions beforehand, or if  the interview had taken place after Christmas At this point 
I was stfll feeling down because o f my tutor’s comments and because o f how completely exhausted. I felt 
the teaching practice was incredibly useful and I learnt an awful lot, but lack o f experience often led me 
to feel inadequate and to doubt myself I need a method o f realising that in feet sometimes I was being 
asked to do too much without any support. On the whole, I think I coped incredibly well and probably 
would have felt much more positive and had a more relaxed approach if  I had more time to talk to the 
dass teacher and discuss different methods, styles etc. How else are we supposed to learn? It would have 
been nice to feel that it was okay to make mistakes and better to aim high, rather than being encouraged 
to be less ambitious and play safe.
Since this interview, I have had a chance to talk to my school experience tutor, and I now feel more 
positive. I had taken her negative comments and unwillingness to discuss my performance with me as a 
Signtiint she was dissatisfied with my progress. I felt she had underestimated me and the negative effect 
my bemg ill had had on me. However, as I am prone to do. I had probably been too sensitive and being 
tired My tutor basically said the NCR looked negative, but that any minor problems I had were due to 
my bemg poorly, and that she was completely satisfied that I am becoming an effective teacher from 
what she saw before I was ill. She gave what I thought, was a very accurate and fair summary o f my 
progress and I was much relieved to discover that she understood how difficult I had found the 
atmosphere within the school and classroom at times. She was complimentary and positive, she gave me 
guidance as to what I should concentrate on in stage 2 and I had the opportunity to make my own 
comments about the experience and explain why I felt frustrated towards the end.
By talking we managed to put things into perspective, sort out any misunderstandings and establish that 
I had nothing to worry about. I now feel confident and inspired to aim high this time around.
Why couldn’t this kind o f support been given during the practice, especially towards the middle and end 
when I really needed it. That way I might not have spent the Christmas period feeling that in some way I 
had failed myself!
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3. Stage 3 - January to April 1995
3.1 Diary of Anike Carter 
Monday 30th January
No IT this morning thank goodness was definitely not in the mood. Lay in until 9  a.m. very twee for 
some reasoa Wnte a covering letter for a job in Leeds then reading for extended essay, then reading for 
M of L on Thursday then went into college.
Rang school, teacher sounded very nice, headmistress was by the phone when I rang but when asked if  
she wanted to say hello to me (by the Secretaiy) she declined! Maths was long but despite a general lack 
o f enthusiasm I found it quite useful, lots o f teaching tips.
Tuesday 31 st
Geography was interesting as always. Really do admire the guy who takes it - very inspiring, helps that I 
like Geography. I do find 3 hours too long though. Hard to concentrate for that long.
Picked up some great ideas for teaching Geography though. Left college after the lesson, drove to 
Watershot left file car. Went up to Piccadilly to pick up info on Cities in France. Also to *  the 
rpportinuty to visit the Commonwealth Institute. Cathy told me today how useful the resource centre was 
for teachers. Picked up details on their postal service.
Wednesday 1st February
First day in school. Realty enjoyable. Wasn't really nervous this time. Teacher is lovely, very chatty 
which was a big relief. The class is known as "class from hell". Pretty difficult to handle according to 
staff but loveable nonetiieless. [The teacher] told me she had previously decided that it was unfair for a
student to  b e  p laced  w ith  th is  class a n d  w as g o in g  to  a sk  fo r m e to  b e  m oved b u t a fte r I  h a d  spent a  day
with them and fitted in reasonably well, she said she was much happier about it. This was nice to hear.
I did find the day very challenging as so many o f the children have difficulties o f one kind or another 
but the way she dealt with each child was fantastic and will certainly be an education for me. Her style is 
very quiet and non-confrontational. The atmosphere is very relaxed almost too much so, very different to 
my last placement Not a worksheet in sight! The day was very disrupted for one reason or another the 
children were behaving badly but [the teacher] didnt raise her voice once. Everything was talked 
through and each individual situation and problem was tackled in a special way. What an incredibly 
patient lady. She obviously loves children and they seem to be very fond o f her. I imagine she will b ea  
hard act to follow though.
Thursday 2nd February
Found today extremely long and very boring. Language wasnt too bad, I feel very out o f practice with 
literature etc., and so I find it helpful, but M o f L was a waste o f time. Could have benefited more from 
reading quietly by myself and maybe discussing the issues with a few others afterwards.
College was frustrating but as soon as I got home I relaxed and felt much better. I do feel much more in 
control of what's going on now. Jobwise I feel I am quite prepared and have done my C.V. had it 
checked, and am on the mailing lists for Education Authorities in Yorks.
Now need to think about interview technique and finding out about recent events in ed. etc. Much as I 
ffid for the interview. Rick is realty helpful and collects articles etc., which he thinks might be useful. 
Went out for a drink later on. Both o f us needed to relax and chat about things other than work He is 
also under a lot o f pressure at the moment.
Friday 3 February
Veiy enjoyable day. I managed to get a lot done, filed anyway lots o f info. Worked on my essay Went up 
to see Wind in the Willows at the National for Rick’s birthday. Realty great. Costumes and set were 
fantastic. Also nice to be up in town. Dont seem to get up there much these days. Would love to take a 
class to see it. The children in the audience were absolutely spellbound.
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Saturday 4th February
^  Paren'S 35  hiS “  was dela>,cd in Spain and his mum was off to 
HoUand and need a lift to the airport etc. Always nice to spend time in their house, so beautiful I did 4 /5
” the “  WhllSt RiCkandhisdad "  msby, «aiked etc.
Sunday 5th Fehniary
Went to bea Spent 1.1/2 hours photocopying info for essay, printing out more C.V.'s lesson plans and 
puthng together a lesson, including a game for next inset to school. Rick went off to play golf and I made 
up "^gam cand wrote up some of the notes I made yesterday, on the PC. H is starting to make sense 
now. Stopped around 7 p.m. ish. Spent the rest o f the evening generally tidying up and planning our 
honeymoon. Also compiled letter asking for info on a job in Kippen - Nr. Leeds.
Monday 6th Fehniary
Nothing much to say today wotted on my essay for a while this a m. before Maths. Attempted to do a
scheme o f w o *  for Maths but was taking for too long so gave up. Need more info fiom  school before I 
can do this properly.
htohs was okay - last one, can't believe it  Had to leave early to go to the dentist then back to home for a 
doctofs appointment Had to wait 1 hour to be seen! Got in about 8.30 p m. just had dinner, cooked by 
Rick, will do some reading then bed.
Tuesday 7th February
Geography was excellent again. Last one today. Went straight home, then out to Tesco’s, negotiated the 
fire escape with 4 bags o f groceries just. W o*ed for a couple o f horns mostly on essay. Spent hours 
tiymg to w o *  out estimate for wedding cost and tiying to fix up honeymoon. To our dismay all o f the 
vilfo s we chose fiom  the brochure were folly booked for July and August B ig panic, it's looking more 
and more like Bognor everyday!
W ednesday 8th February
Didn't go into school as teacher was off, had ananged to go in on Friday instead. Stayed at home and 
wotted most o f the day. Job applications, essay, activity for school etc. Quite a productive dav find I 
woik realty well at home with few interruptions.
Received details o f more houses in Yorkshire through the post - quite exciting. Supposed to be viewing 
some next Friday. 6
Thursday 9th Fehniary
Didnt go into college. Should have done but couldnt face it. Stayed in and worked then went out for 
lunch as I was feeling a bit down. Felt much better afterwards.
Friday 10th February
School. Arrived early, sat in the classroom preparing my activity. The deputy head, Mr. Weston came in 
and introduced himself and said he was to be my mentor etc. He was very pleased and had a good sense 
of humour. Mrs. M. came in and we chatted and discussed the best way for me to do my activity. I had 
the kids for 30 ruins initially which was a challenge, and then for 1.1/2 hours after break till lunch The 
activity actually went down very well and they stayed on task for a surprisingly long time. I was shattered 
but pleased with the level o f enthusiasm. Also it was a good opportunity for me to get to know them as a 
class and as individuals.
All in all a very good day.
Saturday 1 1 th February
Spent the morning on the phone to various people sorting out problems mum is ill, fiiend's marriage 
breaking up, very cheerful morning.
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Sunday 12th Fehniary
m° f  0£.the1mornin& puUed myself together later on, write up some child proffle notes and 
sorted out my file. Finished off a job application then gave up and watched some tv.
Monday 13th February
Wasnt looking forward to today. Met up with a few others before Science. General feeling o f wishing the 
course was over. Especially D&T!
Science was okay, quite enjoyable given my mood. I still feel it is one o f my weaker subjects but my 
enfimsiasm for it is definitely growing. She teaches it very well, very laid back approach. She is also a 
good judge ofwhat is likely to be useful and interesting to us and what isn't. Unfortunately cant say the 
same for D&T. Nothing personal, just dont like the lecturer very much, or rather her style o f teaching, 
I m sure she is very nice. Some o f the activities would appeal to me and I do generally enjoy that kind o f 
thing, especially with children but definitely do not find the lessons useful. Winds me up too much.
Spent most o f the evening filling in an application form for a job in Kippen Yorkshire.
Tuesday 14th Fehniary
Dictat feel too well this morning. Went in for Music a t .. .but this is my weakest subject and although the
lecturer was vety phasant, I really do not feel happy with Music. Although I did quite a lot at school or
maybe because o f this, I dont enjoy organised Music sessions. Felt veiy unfortunate, as did some o f the
othens. Was glad when we finished at 1 2 .0 0  a.m. Felt decidedly shaky and hot during lunch so went 
home instead o f going to PE.
Slept in the afternoon, already had activity prepared for school so prepared presentation for D&T next 
week and went to bed early.
Wednesday 15th February
Another good day I  think but am ju st beginning to realise how much hard work this class is. Another 
teacher said to me last week that i f  I  could manage this class I  could manage any. Today there was a  
dwcMsmw a W f dm  and die genera/ cwwemm was diaf dky w ee  a # /  W  /eveaWe. /  foot 
item  fo r  about 30 mins, as a class ju st needed finish up what we did last week I t went quite well very 
M R # #  nry assay W pm ved  fo m e/m f tow  < #cw /f ,f ü  fo frac* o f  eacA one o f  dram and dra/r 
process. They seem unable to sit still or concentrate fo r any longer than 5 mins and are often rude and 
disobedient to [the teacher]. We decided between us [the class teacher] that I  would need to work out 
my own style in relation to the specific problems o f this class and aim to be very firm  from the 
beginning. I  am not quite sure y e t how this w ill happen.
So fer I have not tried to assert myself too much. I have tried to be sensitive to each situation and avoid 
confrontations. I wanted to discover more about the children and let them get to know me, especially as 
Mrs. M said they have a lot o f trouble accepting other teachers. So far they have coroperated well and 
want to listen to what I have to say, which is a start. I think that the past 3 days have been very valuable 
m terms o f being accepted by the children.
!  must admit wondering though how they will react to me almost taking over. [The teacher] has to use 
all her experience and knowledge to cope with this bunch, her words and I  have so little experience She 
said to me today "just don't expect to be popular and you'll be okay"!
Thursday 16th February
Another uninspiring day - must admit. I admit I am beginning to loathe Thursdays. Felt that most o f
what was covered could be learnt from reading a book, found the pace very slow and the tutor kept
repeating himself. Is a shame but as a group I don't think we work very well. [The tutor] has also noticed
a defimte lack o f enthusiasm I think. Maybe it is just that people are finding it difficult to motivate 
themselves at the moment.
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Friday 17th Fehniary
a a o re  m « : Z Ü7 „ mr nf , f0r YoflCShire' Good journe>' - took only 4 horns. Looked around the 
fietoiy met a few of Ricks colleagues, veiy ftiendly. Left them to it and drove around for a couple o f
hours, found Kippen on the map and managed to find the junior school where I have applied for a job
, ü.‘ “  f  pretty grim but I didnt go inside, as I wasnt really dressed for it  Bade to 
Warmonton then up to Leeds then met estate agent to look over a house.
After that drove down to Biddulph in Staffordshire which was horrendous. Took 3.1/2 hours due to 
traîne and roadwork s.
Saturday 18th February
vicar and chatted about wedding ammgements then back to Yoikshire to meet lady who is going to
î ®88 then went over 10 Bradford to pick up the material, then back to Halifax then 
home to Biddulph Good day, busy but chatted all day as I was with one o f my oldest fiiends who I don't 
see very often. Bed about 2.00 a.m. after lots more chat
Sunday 19th February
Garden centre to talk flowers then back home for lunch, then visiting relatives then back to London. 
T nedtonW c^m etbm g for D&T presentation but it refused to stay together. Gave up at 11 p.m. So
Monday 20th February
Science was enjoyable, found it really useful although don't think everybody did. Experiments with 
chocolate and jelly etc. Just happens to be what I am doing next week in school.
D&T was appalling. I hadn't really understood the task properly and really brought in the wrong thing 
for a presentation. We were supposed to have it all mounted for a presentation on the wall, whereas I 
thought we were to talk about our activity.
I mounted the cards I did in about 5 mins flat but wasn't pleased with it, even less when she said we had 
to write comments about them all. This subject has a lot o f potential but for some reason as a group we 
dont seem to chck with the lecturer. *
Tuesday 21st February
Wasnt looking forward to today but actually quite enjoyed it. Getting used to the Music teacher. PE was 
also better than expected. The woman comes over as being unfriendly but as someone pointed out 
probably just tiying to get us to take her subject seriously.
Despite not being fond o f dance or drama I found myself taking it quite seriously and feeling quite good 
about it. The best bit was definitely the games skills at the end i.e. football, netball etc.
Wednesday 22nd Fehniary
Woriced in the librmy today fiom 8.45 a m. -1 .30  p.m. Briefly looked in on careere fair, but apart fiom  
VSO, nothing that was veiy relevant to me. Talk from NUT lady very useful.
Thursday 23rd February
D ^  SP6111 at home working on essay - quite productive but felt exhausted at the end o f it.
Friday 24th February
A g in  spent most o f day doing essay. Preparing for school problems etc. Great evening we went to 
Iburn to see 'Ain’t Misbehavin' - fantastic, the music was so energetic and the dancers were excellent. 
Kind of really good fun and very relaxing.
Monday 27th February
Enjoyable Science lesson as a man fiom the RSPCA came in. Useful and informative. Spent the 
afternoon planning the scheme o f woik for our presentation. For some reason we dont seem to be
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fe H ^ e d m y b S 1'"  1 ^  ^  ‘°  th“ gS but rm not llaPP>' ™th how things are going. Still I
Tuesday 28th February
Nothing much to say about today except that PE was exhausting. 2.1/2 hours o f physical activity without 
a break or a chance to get a drink Too much, I felt shattered afterwards.
Thursday 2nd March
Schemes o f work presentation. As I had anticipated some o f the presentations were brilhant, they had 
done the kind o f thing I had wanted to do but somehow hadn't come up.
Language was interesting about grammar, answered quite a few o f my questions.
Friday 3rd March
PfahKtive day decided to really wotk on essay. Have restructured it, still needs a lot o f wotk, but I'm 
much happier with it
Sunday 5th March
Woriced aft today, managed to do most things on my list, unbelievable! Spend 2  hours at Bell
photocopymg, did a questionnaire for essay and also prepared some woik cards for problems for school 
on Wednesday.
Monday 6 th March
Science was realty good. Discovered much about the earth, sun, moon etc, that I had forgot ages ago 
Resources provided were realty useful and illustrated the concepts weft.
D&T - better than usual. Task quite relevant to our own experience. Went to see tutor about essay. Quite 
a pleasant chat but I didnt ask for much help and not a lot was offered. Basic feeling is it's up to us I 
dont mind this - 1 think I feel confident I can eventually come up with what is required by myself. Nice 
to know I'm on the right lines though.
Tuesday 7th March
Missed Music, didnt really want to but had an awful hangover! Terrible I know but went over to Rick's 
parents t e t  night and really relaxed. Got to let o ff a bit o f steam. Only trouble is both his parents drink 
like fish. Lovely wine, but they can drink me under the table. Not to be recommended on a week day.
W ednesday 8 th March
Taxing day. Problems went well with a group o f 6  - research for essay. Sat in on Music taken by different 
teacher (NQT). Couldnt believe how badly behaved they were. She was incredibly patient but noticeably 
frustrated. She managed to keep control but only just. At least half the class totally ignored what was 
bemg said and did exactly what they wanted to.
ft realty depressed me. So far I havent had to enforce rules except on occasions to individuals and even 
then then- behaviour has often been unpredictable and often rude and uncooperative depending on their 
mood and situation.
Mrs. M. admits that their behaviour is extremely bad for year 5 in almost all areas. They are veiy 
dependent - eveiy instruction has to be supervised and checked by her.
It is difficult to enforce some kind o f order, as there are few class rules. Lessons are informal and there is 
a lot of backchat Mrs. M. is veiy patient and never raises her voice but the behaviour accepted surprises 
me. I dont feel comfortable with it, too familiar, little respect. Dont think Mis. M. accepts it by choice 
but is resigned to it. Also veiy easy going and experienced enough not to take it personally. Her teaching 
skills and ability to manage behaviour are not in question.
What worries me is that mine will be assessed under those conditions. I want to tiy and put into practice 
what I am learning but according to M is. M. class 5 are so undisciplined and so ’bottom heavy' that she 
struggles to get the maximum done. Continually throughout the day she tells me that if  I am being 
watched by a tutor I shouldn't do this and that but she is doing because realistically it is the only way to
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pracfeT 811 ^  ^  ^  ^  basic requirements. Not veiy encouraging as I am tiying to develop 
Thursday 9th March
Friday 10th March
Veiy productive day - edited essay quite considerably but felt I had achieved a lot. Rick and I have to^^ïsiasrjsïfflrjistîîsa
Saturday 11th March
Busy, busy busy, hfore test-driving. Four application forms to fill in. Have had no reply fiom the two I 
haw dreamy sent off. Closing date has gone so I know I have not been called for interview. I felt really 
«  S e t t w  ^ ^ W k  fiom  Rkk about not giving up afier2  applications I a il
Sunday 12th March
Felt unwell today - sick etc. Needed to woik but didnt feel up to it  Filled in the forms, got as fin as the 
stjptfflttmg^statements, gave up, 6 r too taxing. Went out to visit nan, but came home eariy and went
Monday 13th March
Science was interesting but I had incredible toothache. Think it is my wisdom teeth. Didnt have a 
Panadol so Anita gave me a migraine tablet. Certainly did the trick but I felt a bit spaced out driving 
tack home. Rick took the afternoon off so we could go to John Lewis and draw up om wedding list 
When we got there it was shut! Not a happy chappy.
Tuesday 14th March
Music was fun, growing tensions within the group though. People rubbing each other up the wrong way. 
PE enjoyable but exhausting. Managed to do a handstand/headstand after all these years* Am 
considering tiying to become more involved in sport in school. Forgotten how much I enjoyed it  
especially gym. J  ^ s
Wednesday 15th March
[The teacher] looked veiy stressed today. Children really tried it on all day and I think she is running out 
of energy. I admire her patience but still wonder how on earth I w ill cope. I didnt plan a specific activity 
but made lots of observations and helped out various individuals which I feel was veiy beneficial.
Despite the chaos and arguments between children a lot o f woik took place. It was noisy, and hard to 
manage but also veiy satisfying. After a long time the children began to make connections and really get 
exated by what they were doing. Science experiment - this gave me real lift. In spite o f everything I 
woman t have chosen to be anywhere else this afternoon.
Teacher and I charted after school. I stayed on till 8.30 p m. to help her as I felt she deserved it. We 
discussed by block experience and I found her veiy reassuring.
Thursday 16th March
^ nf ! . lo"g ^  but veiy usefid- Language woik with the tutor - spent most of the night on the phone 
Wedding's again. Mum needs an operation - hope it all goes okay.
Friday 17th March
Excited about Becky and Claire coming this afternoon. Miss family a lot more than I used to Spent all 
day on an application form etc, that had to be in for Monday - didnt finish it  Met them at Euston
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Saturday 18th March
Posted fonn today, special deliveiy to ensure it gets there for Monday. I hope it's worth i t  it cost £3
w h o l % 2 ^ o ^ ^  ^  ^  diS"  ^  COmP *r' “  «° I —  *e
Sunday 19th March
Vfeiled the Kyana, gotgeous day, really sad when Claire and Becky left Managed to do a couple o f 
hours work afterwards. Spent 2 hours at Bell printing handout for swimming pn^niaHm
Monday 20th March
Science this morning - cant believe it’s the last one. Spent the afternoon doing swimming presentation. 
Tuesday 21st March
M iac was good laugh. I realty feel much more positive about teaching this subject now. For some reason 
l  tmd it quite de-stressmg.
Ànita unable to urne this p.m. Caroline and I presented i t  a b it... As we were doing Anita's bit and had 
no idea what she had done because we had had no time to even read it through. No matter we did it and 
got good comments so no wony there. It's about the only thing I am not wonied about at the moment
W ednesday 22nd March
Most awful migraine this morning. Woke me up at 5.30 a m. and carried on till w -h tin .»  ^  
arranged to go mto school on Friday instead.
Thursday 23rd March
Last day everyone saying goodbye, good luck. Seems to have come so quickly even though I really cant 
wmtto be finished. I feel that I know so much more than I did in September but much less than I need to
Friday 24th March
[The teacher] busy elsewhere in school - a supply took over. V. interesting for me to watch children's 
reaction to another teacher. Also veiy depressing - supply was good, firm, v. familiar with school and 
routines etc., but class 5 behaved terribly and it must have been hell for her, especially with me watching.
Apart fiom being rude and cheeky all day, and refusing to do the simplest things, there were several 
fights. Ben kept cutting him self deliberately with a drawing pin and got blood everywhere. He was totally 
uncontrollable and hit Danny on the face with a drawing pin. He actually struck Miss R and then after 
sweanng stormed out o f school. Apparently this is common behaviour and none blamed on the supply. 
Ben reappeared every so often and made a complete nuisance o f himself. I helped out all day and was 
appalled at the children's behaviour. They were okay with me but played me off against Miss R  Very 
depressed this evening. How on earth am I supposed to do anything with this class! Even [the teacher] 
admits it is getting worse.
Monday 27th March
School again today I felt frustrated and resentful. The children's behaviour was nearly as bad as Friday 
even with [the teacher]. My activity went okay but they pushed me to the absolute limit. They seem 
unable to get on with each other at all. They are so nasty to each other and use language that I find v  
offensive goodness knows what they will be like at 13.
Most of the day I just observed and helped out whenever I get the chance. Am beginning to establish a 
relationship with some of the children but some of them are rode and cheeky - as they are with everyone, 
am beginning to accept that this is just the way it is, and I have to do my best then move on, but the
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ag00ddayiS 01,6 0n WMch n° °ne “  or been
(Ben has been banned from school fiom 12.30 -1 .30  p.m. ibr bullying again, not allowed on premises).
Tuesday 28th March
M t C t Z t lZ & T lw '"  ^ o “  t ^ % S
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3.2 Observation of Lecture Input - Special Educational Needs
9.00 Historic backdrop - prior to 1981 Education A ct 
9.10 Types o f school - regular, mainstream, and special.
9.15 Distinction o f what special means - categories and baggage attached.
9.20 Remedial education - strategies o f teaching, labelling, problems raised.
9.25 Educational M ure - 1960’s division o f abilities, teacher expectation.
9.30 Cognitive deficit - models o f teaching and learning. Growth o f Sociology of
Education - values and celebration o f differences and diversity.
9.35 (1970) Home school links - different focus on the social class divide - research
supporting activity.
9.40 Wamock report - shift in thinking.
9.45 Teacher must own the problem - educational statement, access and entitlement
(1988) Act.
9.50 Legalities - funding mechanisms - code o f practice.
9.55 Child being protected- Issues related to meeting the needs.
No time set aside to ask questions.
Full cohort lecture.
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3.3 PPD Levels of Competence
3.3.1 Stage Description Second School Experience
PGCE STAGE OVERVIEW- GENERAL DESCRIPTION
(Covers Serial Visits and Final Practice)
Stage 2 commences at the beginning o f the Spring Term and you continue with courses in NC (+RE) 
subjects, and the Management o f Learning. In the first few weeks o f this Stage your main focus will be 
completing the reading and research for your Extended Curriculum Study so that by Week 4  you will 
îüready have a good picture o f any practical parts which need to be implemented and evaluated during 
the Serial School Experience. In this SSE you will also try to provide evidence for Stage 1 EC's that were 
not acquired in BSE 1. In doing this you will be acquiring a knowledge o f the procedures, rules and 
routines o f your placement classroom and the children within. Towards the end o f the Spring Term you 
will agree with your Class Teacher (C l) the areas which you will be teaching in BSE 2 and begin 
drawing up initial Schemes o f Work.
hi the first Week of the Summer Term you will be finalising your Schemes of Woik and discussing with 
your CT and School Experience Tutor (SET) the structure and pattern o f the experience and the way 
you will be gaining evidence for Stage 2 EC's. The model is to progress from a sharing role (see BSE 1) 
to that o f being lead teacher in which you assume the day-to-day management o f the learning o f the 
w ole class. This may entail organising a framework for the use o f other adults, inrfodmg your CT in 
the children's learning. By the end o f your School Experiences (BSE 2 + BSE 1) you will be expected to 
have planned, taught and assessed in all areas o f the NC (+ RE) and have developed a curriculum area 
where you have some specialist skill in planning, teaching and assessmfnt
You will be expected to continue displaying Stage 1 EC's but in BSE 2 the focus is on coherence in your 
planning, teaching and assessment, e.g., the way you incorporate cross-curricular dimensions and 
themes into your work with the class. You are also expected to be more aware o f the structure and 
functioning o f your placement school, developing and displaying the qualities o f a mature, responsible 
and professional staff member.
In sum you are expected to achieve a level o f competence and professionalism appropriate to a newly 
qualified teacher. This will be formally assessed towards the end o f BSE 2. At the end o f BSE 2, time is 
set aside for you to reflect on the wider role o f the teacher and to discuss and set your priorities for the 
Induction Year.
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30.1. 95
3.3.2 Profiling Schedule 
Stage 2
Weeks beginning you should be:
9- 1  9 5  * undertaking preliminary design o f the practical aspects o f Extended
Curriculum Study to be undertaken during SSE;
* recording Directed Time activities;
2 3 .1 .95  * completing your Profile Update and working on the Institute based
aspects o f your Stage priorities;
* negotiating with your Class Teacher (CT) or group(s) and times for 
completing the practical aspects o f your Extended Curriculum Study;
* continuing work on your Stage 2  priorities in the Institute and your 
placement school;
* acquiring knowledge o f the procedures, rules and routines in your placement 
classroom and school;
* finding out about your children's experiences, interests and work habits;
* canymg out the practical aspects o f your Extended Curriculum Study;
* agreeing with CT the curriculum areas for which you will plan Schemes o f 
Work for BSE 2 ;
* clarifying with your Core Tutor the procedures for accumulating evidence 
for Stage 2  PCs and for completing the Profile booklet at the end o f BSE2 ;
2 0 .3 . 95 * continuing with tasks outlined above for the first seven weeks o f Stage 2 ;
24.4 . 95 * meeting with your CT to outline your planning for BSE 2;
* talk through your Profiling procedures;
20.2 . 95 
27. 2. 95
12.6 . 95 arranging with your CT and SET dates and times for the completion o f 
pages C14 and C15;
19■6- 95 * completing with your CT and SET pages C14 and C15;
26- 6i 9 5  * meeting your Core Tutor with your completed pages C14 and C15;
* receiving your overall assessment for BSE 2 ;
* discussmg your Induction Year Priorities and completing page CIS.
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3.4 Areas of Competence
LEVEL 1
You:
•  show a very clear understanding o f the various purposes and types o f assessment;
•  have veiy detailed and systematic methods for praffling children and your evidence consistently 
avoids generalisations about groups or individuals;
•  consistently use your child profiles in planning and teaching;
imaginatively and skilfully create opportunities for assessment and consistently assess against 
appropriate criteria;
•  systematically give feedback which is consistently constructive in a range o f situations'
" have devel°Ped "ml implemented or contributed to a coherent and sustained record keeping system.
Your planning:
•  displays a good understanding o f broad educational aims, outcomes and audiences;
•  deliberately uses a number of approaches to teaching and your Schemes o f Work identify clear lines 
of progression and consistently consider differentiation and cross curriculum themes and dimensions;
•  includes an impressive accumulation o f teaching resources with detailed comments on the ways the
classroom will be used as a learning environment and how resources beyond the classroom will be 
exploited;
•  details the organisation o f space and the use o f resources (including appropriate IT) and your activity 
plans imaginatively match the intentions for the session;
•  meets individual leanling needs and cleariy indicates strategies for promoting T.aliripc
Your practice:
•  exhibits the characteristics highlighted in Level 1 o f the previous Area o f Competence;
• consistently combines very clear intentions with flexible responses and sensitive adjustments;
•  deliberately varies the teaching and organisation o f learning strategies and these consistently match 
your intentions for the sessions;
• consistently takes account o f what the learners bring to the classroom;
•  creates and flexibly provides children with opportunities for uninterrupted concentration on tasks.
You:
•  consistently maintain orderly behaviour in and out o f the classroom;
•  consistently maintain order within the context o f your planning and in a way which develops a very 
supportive relationship between all the people in the classroom;
•  handkdisruptive behaviour within a set o f rules and established procedures which you consistently
You demonstrate a full awareness o f the structure and functioning o f your placement school and show it 
a strong sense o f caring and commitment to your placement classroom. You establish first rate working 
relationships with the adults and the children in the school and you relish challenges. You are very 
reflective and self-evaluative. Your commentaries and evaluation reveal vision and a critical awareness 
of teaching and learning in the wider educational context.
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LEVEL 2
You:
•  show a clear understanding o f the various purposes and types o f assessment;
•  have detailed and systematic methods for profiling children and your evidence has few 
generalisations about groups or individuals;
• frequently use your child profiles in planning and trarhing;
•  are skilful in creating opportunities for assessment and frequently assess against appropriate criteria;
• systematically give feedback which is frequently constructive in a range o f situations;
•  have developed and implemented or contributed to and sustained a record keeping system.
Your planning:
•  displays a sound understanding o f broad educational aims, outcomes and audiences;
• uses a number o f approaches to teaching your Schemes o f Work identify lines o f progression and 
frequently consider differentiation and cross curriculum themes and dimensions;
•  includes a wide accumulation o f teaching resources with comments on the ways the classroom will 
be used as a learning environment and how resources beyond the classroom will be exploited;
•  comments on the organisation o f space and the use o f resources (including appropriate IT) and your 
activity plans skilfully match the intentions for the sessions;
•  frequently meets individual learning needs and indicates strategies for promoting qualities o f mind.
Your practice :
•  exhibits the characteristics highlighted in Level 2  o f the previous Area o f Competence;
•  frequently combines clear intentions with success in adapting and adjusting;
•  varies the teaching and organisation o f learning strategies and these frequently match your intentions 
for the sessions;
•  frequently takes account o f what the learners bring to the classroom;
•  provides children with opportunities for uninterrupted concentration on tasks.
You:
• frequently maintain orderly behaviour in and out o f the classroom;
•  frequently maintain order within the context o f your planning and in a way which develops a 
supportive relationship between all the people in the classroom;
• h W k  disruptive behaviour within a set o f rules and established procedures which you frequently 
maintain;
You demonstrate a good awareness o f the structure and functioning o f your school and shows care and 
commitment to your placement classroom. You establish good working relationships with the adults and 
the children in the school and you are positive and responsive to challenges. You are very reflective and 
self-evaluative and your commentaries and evaluations reveal an awareness o f teaching and learning in 
the wider educational context.
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LEVEL 3
You:
•  show an understanding o f the various purposes and types o f assessment;
have some system for profiling children and your evidence displays an awareness o f the dangers of 
generalisations about groups or individuals;
• sometimes use your child profiles in planning and teaching;
•  create opportunities for assessment and sometimes assess against appropriate criteria;
•  give feedback in a range o f situations and this is sometimes constructive;
•  have developed, implemented or contributed to a record keeping system.
Your planning:
•  displays some understanding o f broad educational aims, outcomes and audiences;
•  has more than one approach to teaching and your Schemes o f Woik give some space to lines o f 
progression, differentiation and cross curriculum themes and dimensions;
•  includes an accumulation o f teaching resources with some comments on the ways the classroom will 
be used as a learning environment and how resources beyond the classroom will be exploited
•  indude some comments on the organisation o f space and the use o f resources (including IT) zmd your 
activity plans match the intentions for the session;
•  displays attempt to meet the needs o f individual learners and sometimes indicate strategies for 
promoting qualities o f mind.
Your practice:
•  exhibte (hs characteristics highlighted in Level 3 o f the previous Area o f Conqtetence;
•  combines intentions with some success in adapting and adjusting;
•  display some variations in the teaching and organisation o f leamtirg strategies and these 
match your intentions for the session;
•  sometimes takes account o f what the learners bring to the classroom;
• provides children with some opportunities for uninterrupted concentration on tasks.
You:
• maintain orderly behaviour in the classroom;
• maintain order within the context o f your planning and are actively seeking to develop a supportive 
relationship between all the people in the classroom;
• J ^ ^ ^ i P t ivc behaviour sometimes within a set o f rules and established procedures which you try
You show an awareness o f the structure and functioning o f your placement school and a sense o f caring 
mid commitment to your placement classroom. You establish working relationships with the adults and 
the children m your classroom and you do what is expected. You exhibit a degree o f reflection and self- 
evaluation and your commentaries and evaluations reveal some awareness o f teaching and learning in 
the wider educational context.
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LEVEL 4
You:
•  show a limited understanding o f the various purposes and types o f assessment;
tend to experience difficulties in developing a system for profiling children which avoids 
generalisations about groups or individuals;
•  occasionally use your child profiles in planning and teaching;
™ crcatlng opportunities for assessment and occasionally .-.game
use feedback in a variable way and there are limited attempts to be constructive; 
s^ e m ™ ^  CVidenCe f0r your devel°Pment’ implementation or contribution to a recoid keeping
Your planning:
displays a limited understanding o f broad educational aims, outcomes and audiences;
•  tends to have one approach to teaching and your Schemes o f Woik give limited space to lines of 
progression, differentiation and cross curriculum themes and dimensions;
includes limited accumulation o f teaching resources with occasional comments on the ways the
classroom will be used as a learning environment and how resources beyond the classroom will be 
exploited;
•  include comments on the organisation o f space and the use o f resources (including m  and 
your activity plans sometimes match the intentions for the session;
•  gives limited indication o f how the needs of individual leamets will be met or the strategies for 
promoting qualities o f mind
Your practice :
•  exhibits the characteristics highlighted in Level 4 o f the previous Area o f Competence;
•  displays structure but tends to reveal difficulties in adapting and adjusting;
adheres to a few approaches with the organisation o f learning and the teaching strategies tending to 
be dislocated from your intentions for the sessions;
• makes limited use o f what the learners bring to the classroom;
•  provides children with limited opportunities for uninterrupted concentration on tasks.
You:
•  expenence difficulties not encountered by your classroom teacher, in maintaining oiderly behaviour 
m a number o f situations;
tend to have difficulties maintaining order with the whole class and in particular activities and also in 
developing supportive relationships between all the people in the classroom;
•  tend to be inconsistent in handling disruptive behaviour and dislocate rewards and sanctions from  
rules and procedures.
You are often unaware o f the structure and functioning o f the school with limited evidence o f your 
commitment to the placement classroom. Your working relationships are sometimes problematic and 
accompanied by misunderstandings about expectations. You tend to have difficulties in reflecting and 
bemg self-evaluative and your commentaries and evaluations reveal a limited awareness o f teaching and 
learning m the wider educational context.
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LEVELS
You:
•  show little understanding o f the various purposes and types o f assessment;
often expenence significant difficulties developing a system for profiling children which avoids 
generalisations about groups or individuals;
•  seldom use your child profiles in planning and teaching;
often expenence difficulties in creating opportunities for assessment and seldom assess against 
appropriate cntena;
• use feedback in a haphazard way and there are few attempts to be constructive;
have little evidence for your development, implementation or contribution to a recoid keeping
oyoidiit
Your planning:
•  displays little understanding o f broad educational aims, outcomes and audiences;
•  usually has one approach to teaching and your Schemes o f Woik give little space to lines o f 
progression, differentiation and cross curriculum themes and dimensions
•  include little accumulation o f teaching resources with few comments on the ways the classroom will 
be used as a learning environment and how resources beyond the classroom will be exploited
•  rndudes little comment on the organisation o f space and the use o f resources (including IT) aW your 
activities plans rarefy match the intentions for the session;
gives little indication o f how the needs o f individual learners w ill be met or the strategies for 
promoting qualities o f mind
Your practice :
'  exhibits (he Characteristics highlighted in Level 5 o f the previous Area o f Competence;
•  has a loose stmcture often revealing difficulties in adapting and adjusting;
•  adh® s i°  ?  one or I™  approaches with the organisation o f learning and the teaching 
usually dislocated from your intentions for the sessions;
• makes tittle use o f what the learners bring to the classroom;
• provides children with few opportunities for uninterrupted concentration on tasks.
You:
often experience difficulties and encountered by your classroom teacher in maintaining orderly 
behaviour in most situations;
usually have difficulties maintaining order with the whole class and in particular activities and also 
m developing supportive relationships between all the people in the classroom;
• handle disruptive behaviour in an inconsistent way and dislocate rewards and sanctions from rules 
and procedures.
You are usually unaware o f the structure and functioning o f the school with tittle evidence o f your 
commitment. Your working relationships are problematic with expectations often being misunderstood 
or ignored. You often have difficulty reflecting and being self-evaluative and your commentaries and 
evaluations reveal little awmvness o f teaching and learning in the wider educational context.
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3.5 Profile of Professional Development (PPD) - Profile Update January 1995
^ and ^  ^ —
L w w Z X n Z m i *  10 358685 ^  ° f  cM,dre” "W decide what
I believe that my areas for particular development are: I feel I need more practice at long term 
^ i f 8  ^  assessment and at managing integrated lessons with groups o f children doing different 
L r ^ u % l Z l % 6^ t 0  ^  me t0  ^  m01B ^ o n  to a particular group whilst
I also need die opportunity to be more spontaneous and trusting in my instincts as to what works with the
children I feel I have become slightly regimented not thinking due to the formal nature o f teaching I 
have been observing. 6
Stage Priorities (a few priorities from your areas o f development)
Opportunity to try out lots o f ideas and approaches to see which work best.
Concentrate on being in charge, not assisting, and all that goes with this.
Discipline form the beginning. How do I want them to behave? What do I expect? How do I 
covey this?
Experience o f teaching RE, Science, History, Art, and Language.
Working out how to plan effectively and do what is necessary but still have time off to avoid 
becoming too stressed or exhausted.
Be as open to new ideas as possible. Especially those coming from the children.
Trying to accumulate as many resources and ideas as possible for future use.
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3.6 Semi-Structured Interview Schedule
Easter 1995
Optional whether student teachers decide to bring diaries.
Ice breaker - Personal - context o f school placements and serial school experience.
Theme One
Irr ^ if , , ! b0Ut y0Ur Wim at the beginning o f the course and you look at your own life h istey
Theme Two
1 2  y0Ur œ If æ  a ,cachcr now? W to  do you feel is important about your practice?
Theme Three
What facets have got you to this point? Reahsing you are this kind o f teacher and this or that kind or 
person, with these priorities, this kind o f philosophy. Can you see yourself and the role o f the teacher 
coming together? How does that look?
Theme Four
In what ways do you think the course is influencing, helping, restricting learning?
What do you feel is most important to you at this stage o f your learning?
Theme Five
If you were to speculate about your teaching practice (if you had to write down for someone how you 
thmk it was all gomg to go - what would you say and what would you emphasise?)
Theme Six
Do you have any concerns?
3.7 Semi-Structured Interview Easter 1995
29th March 1995
Theme One
How are you? - Generally alright
Yeah I'm fine - I'm quite scared at the moment - the school that I'm at is really nice, is lovely but the
class that Fm m  has got a terrible reputation. The teacher is brilliant she's just so laid back and so calm
but it must be veiy demoralising because - they are awfijl. They really are temble and they're quite low
abihtyand they are very vety rude and very - 1 don't know how to describe it really - if  you came in you'd
see. They re sort of - they cannot get on with each other at all and they tend to physically attack each
other. I think 2 or 3 o f them are in the process o f being statemented and one of them is really - he's got 
real problems - 6
What age are you - Year 5 ?
Year 5 - and he's sort o f always storming out of school and he's always attacking people. The other day 
he cut himself on purpose and made himself bleed all over the desk - so there are things like that going
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I “ S° " 0 f f° revertp'!ng  to Change things and [My teacher] said that the only vray you're going to deal 
with it is just accept the nay they are and dont take it as a personal insult because it's not - If you go in
Z w  ^  and you a difference you think it's you dont you. Especially when you are a
Z k f l  "toxpenenced and IVe sort o f tried to sort o f get my head round the fact that they are going
reahy @»d teacher you know - great respect for her I dont know how she managed to -  not burnt into 
Z ?  " but.she dutot she was vety close. - 1 think apart from that secondly is being extremely organised 
and planmng a scheme o f woik that I think is really well thought out and veiy much in tune with their
n . 8 0 i 1! ”?  heads 311(1 not give them excuse to come off the wall. Relevant and
mteresbng and tiurdly come out with these strategies so that I can at least in a situation HI do this this 
and this and if  this doesn't work tty something else and if  this doesn't w o *  - 1 think I need to have the 
tock up from the staff Ifs so unpredictable - things have happened. - Really icaiy, I mean the way they
15 rea! y V10lent and lhey'rc v« y  - «æ  a lot o f swear words and alwajs punching and 
h m ^ a n d  frrowmg thmgs - 1 mean frr a Year 5 , 1 mean they are ten o f some o f them and they just act
- Context of school placement - serial visits
The school is in [Kingborough] - 1 mean it's got quite a rough catchment area but not all the classes It's 
a lovely school its got a lovely atmosphere - it's quite relaxed it's very small - there is one class in each 
year and I'd say the teaching standard was really high and they really care. They're quite a 
communicative team and they tend to work together and they get on with each other and they're very 
mce students coming in. Veiy fiiendly and open but I was just hit by this - what year are you in? - 1 said
laM lin ^  831(1 ° h ^  y°U " 80  it>S quitc difficult y°u have to go in and you're sort of
I was worried initially because I thought - not initially because they were quite good to me and they still 
are but I taiow that as soon as I take over I'm really going to feel it because they're going to push me to 
the limit because they do with everybody. I think it's been like a honeymoon period - 1 spoke to [my 
teacher] about it and said you know, what is the best approach and she said well you seem to be quite sort 
of calm and laid back anyway which I am - but I'm not sort o f confiontational I'm quite sort o f quiet 
rather than being extremely loud and that was okay because she is veiy like that and they are used to her 
style o f teaching so it didn't clash with that but she said you know it is going to be veiy difficult I'm 
gomg to back you up and I'm going to make sure they know at college. I was worried that if  someone 
came in to assess me they were going to judge it on face value and not realise the whole context - I'm 
sure it is gomg to look temble because when I sit there and watch her although I know she is a really 
good teacher and she's got a really good reputation it looks awful. I mean children are running round you 
ow some o f them just refuse to do anything. Nearly all the time and it's not her fault I know it isn't, IVe 
been there enough now to know that some of them are just impossible I mean they really are.
Do they have any classroom assistants in with any of the children?
N o- I mean Ben - he's the boy who cut himself - he is - he's got real problems - 1 don't know whether he 
is being looked into before I think they said they hadn't got resources because maybe they applied as early 
as Year 1 for him to be seen because they said they couldn't cope. Yet nothing's happened and this is 
Year 5 and at the moment now he is being seen by the psychologist but they dont hold that much - but
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Who is your tutor actually?
Bernadette Peikins.
Have you met her yet?
Context is different at every school
■ ■ W :
W  she iT ( S  %  C Z L
r 3  - ^  e sa™e problcm m d  lots o f other students who go in and are faced with this but I think it's 
the first tune realty that IVe met children with these kinds o f problems - they’re just so disadvantaged.
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Theme Two
What personal resources do you think you’ve got to draw on yourself?
How would you describe yourself now? What helps you learn?
We** foaly [my teacher] because she is brilliant She is quite imaginative and she has got a lot of
5?ff;r-5:e!sSî2!=T f  ' dont dunk hes - he makes an effort to say hi and is quite fiiendly but I think once I start the 
Mode he m il have me m once a week. We can sit down and talk about it so that's quite good I'm slightly 
womed abom tow  much I'm supposed to admit in terms of behavioural problems you know and 
management difficulty and things because I dont want to sound really negative and I dont want to be 
continually gomg on about it because I dont want to do that. I mean fiom the begmning IVe been really 
positive even though I may not have felt that inside and I was sort o f told by somebody before I started A
Z i r n ^ u  ,  St? ^ i ? iS T *  admit ^  c°Pe, «here isach ild  you cant cope with - 
^  i T T  T  ?  ‘ï™  I emit cope with in this class but I mean it goes for the other teachera as
5  ,S  “ I™ ? y0u c a n d 0  r e tim e s  so I don't know tow  honest to be
0 . ----------------xzvvwuoij xiii n^oiiy mcApciiciiccu. incre IS
a fine line between asking for help and being afraid to rely on your own initiative which I'm not - I'm 
realty not but you know - do you understand what I mean.
r0  T l T  "f Saying "C" yeah I am trying lots of strategies as you can see but obviously you 
need to find strategies which are appropriate to individual children’s needs.
rm  sure they need more experience than IVe got than I can give - educational psychologist - like that 
kmd of thing I mean there are children who shouldn't really be there like Ben shouldn't really be there 
So I think it is a bit unrealistic to expect me to be able to deal with all these things when I'm sort of 
conung in - It s a shitty experience but I don't want to - 1 can't necessarily say that because -
1 mean your repertoire may be that you may have to adjust your teaching style
[The teacher] veiy laid back and I quite like that style but at the moment I dont think I could be like that 
with them because they do find it difficult anyway. If they are given the freedom to make decisions they 
dont - nothmg gets done they get crazy then. They're not veiy good at it at all and she veiy rarely does 
group woik. Shes got them sitting in three ability groups and they sit there all the time when they're 
donigMaths and things they might do - they'll all do Maths together they don't have an integrated day at 
ail Tkey aU do Maths together and then they might - it might be differentiated but most o f the time they 
will do a class lessons. She's tried it and it's impossible because they just dont do it - they can't - like you 
say thqy haven't got the social skills. I think you're right I'm going to have to be sort o f be quite structured 
to begm with so that they know where they are and I know and I can keep track o f what they're doing. 
Then gradually try and build on these social skills and things because they are really lacking.
I was thinking about if you were to describe yourself as a teacher now, how would you describe 
yourself?
1 suppose I'm sort o f  starting to think ofm yselfas a teacher as opposed to thinking o f  m yself as a student 
andlm  starting to fee l that I  know some o f the main issues and how to relate to them - which is nice I  
fee l like there is such a lot to laiow.
Because when you first come in you dont know any o f them and you're aware that you dont know
anything. Even if  you have had experience with children it is not the same as being a teacher which is
something that I didn’t really realise. There is such a lot o f - the management side and different things
that s involved with being a teacher that wouldnt be involved in other kinds o f - you might have
experience with children and you might know something about child development but you cant
necessarily walk straight into teaching. There is so much to learn on the management side and the 
curriculum side.
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What got you to this point -what helped you learn? 
■ ■
And Januaiy is can be a crunch point
^  . r- „  • ,  ,  v      01 u v v a  11 t u i u  l  U U I I I  K H O W  I  I
sort of got mto what we were doing -we were doing the Science emeriment and
m v c p l f  t h m V i n r r  tU a * * *  ir*    . 1 ___n  j  a i «
 ^ ------------- vw tu.au. wata mie. 1UI I1IC Uld
rather b e d o in g  th en  that ju stifie s  it  w h ich  w as a  r e lie f
Okay I'm meant to be here.
Well that was quite nice because financially it's quite a pressure this year and it's all getting a bit - we're
v  î tfyand™ 're movm8 10 Yoikshire and my fiancée' is starting another job in April so
k n L h ? ! , .  ^ ! ! . ^  ,1,5 a l0 t g o in g  apart fiom  th is-it's  starting to get a bit hectic you
know - but that s quite good as well because it is keeping me motivated.
It's sort of taking away other things - you actually have to take time off now to do other things 
which is good isn t because you can get totally washed out with something if h is  so r n n r .iw .,) .  
where you really can't think any more
I think also if  you do other things they kind o f inspire you for the teaching - often be out doing something 
and see something and say oh that would be great in the classroom or it gives you an idea. Whereas if  
you just do school work you dont get those ideas because you've got nothmg else to stimulate you I think
we had a lecture f i om- I  dont know who it w as-but he was veiy good and he was saying you need to
keep up doing things on your own level otherwise you will stagnate. You cant do that even though you 
could woik all the time it is veiy demanding you've got to make time for other things
All consuming
Tms is what I found really difficult because I always have to do everything, finish something - really 
!!l0^  }\ r0? y  mmPGtently ^ j u s t  finish it completely. I cant cope if  there is always something to 
do because I always feel I have to sit down and do it I'm not very good at saying leave it. I'm temble at 
domg that and I really have to learn to do it - teachers have said this to me - if  you're going to survive in
teaching you have to learn to say - that's enough - that's the cut off point I'm not doing it any more 
because otherwise you just. 6  J
You just go crazy and you get totally run down and not enjoy what you're doing
0Ut laSt term " 1 was off for the week and then ... second week it was terrible and it 
really didn t do me any good because there was a big difference when I went back. I mean it was good 
because it made me realise exactly what you were saying that there is just no point you can't do it - it is 
veiy tempting to do it if  you're that kind of person - very difficult not to do it to walk away fiom it - 1
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Can you just cut out these for me?
have just cracked up definitely.
L “ n c Z
M B
S T r r ^ r ^ 15,” 01 ^ 10 u”oonsdously “ ’"Stoi”  the learning by doing things that I dont 
realise Fm domg and not giving them the space to show me what they can do. Because I think that's
^ ^ ™ P^Itant 8 0 1  t0  ‘ ü's W te difficult because often you do think - you think that's the way it 
T f d *  donef  b«ause you just do it naturally ma>be it's habit - think about it when you've gone for 
observations and you think there was no need for me to do that and it really -
You think your way through and think why didn't I take a back seat there instead o f directing 
what was happening. - 1  should have actually allowed them a bit more space to carry on the way 
they were gomg because they would have got there in the en d  M y intervention possibly was made 
it not as an effective learning experience as it could have been.
Exactly that's exactly what I mean. I am hying to think about the times when like you say you dont need 
to intervene - you might be dying to intervene because you might want to show them something or you 
maybe want to speed it up or anything but sometimes you really. There are times when vou should just
C l ÎÎX7 r \o r * b -  111z 'û  i  i  ***» —« —.j. -J î    a i  i  i  < . « — -  ^
someümes it will be to lead and I feel sometimes you have to the whole class together and you do lead 
but then sometimes it is m group woik and you want them to woik together. Sometimes it is in pairs and 
you, ^  gomg fiom  group to group and you still have to organise it and manage the lesson but maybe 
you re not leading, you're not talking fiom the front all the time and sometimes you let them lead hi a 
way and see where it is gomg to take you within quite an organised framewoik.
Different outcomes in you know like in different areas of work can be really rewarding.
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He sees himself as being excluded doesn't he from the norm?
“  " ' y 81 801,001 a U y o -w a n tto d o isb eex a cO y  tte  same as
Theme Three
5 ttœs^ sî»snaffMcî'rïBS
O im ailum  and all papCTworic. I could just teach I would be a happy bunny but you can't do that and I
much bureaucracy and all sorts - because I really want to teach I enjoy being with the children - 1 
suppose you Ve got to do to want to do realty. You might feel sort o f hacked off a bit and get into the 
c assroom and you start teaching them and you settle and then you just enjoy yourself which is the way.
Inspiration. What do you think is different now than when you started the course?
More realistic expectations - 1 understand the pressures involved more than I  did before but I'm coming 
up with strategies to cope with them which is quite important really. I felt very overwhelmed at the 
begmning. It could be now but fm  learning to sort o f cope with it. You've got a job to do and if  you sat 
down and thought about all the things you've got to do and the time you've got to do it in I'm sure it is 
realty realty difficult. I'm tiying to view it m the right way I have to do. - I'm paid to do certain tilings 
and I warn .0  « 0  ti.e ucsi ior the cmidren so fm  tiying to approach it - look at it as a professional maybe 
is what Im  trying to say. Work out the best way o f doing it with the resources IVe got and the time IVe 
got so that s changed. I'm gradually beginning to work out strategies that will - probably having tried 
some that didnt woik and try some that did and talked to people whoVe suggested others so that's a big 
change I think, fm  starting to know how to cope with it now more than I did then anyway
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Do you think that's a realisation of yourself and what the job is together?
IS—
you’ve seen different ethos and policy in the d i f f % t lh W ^  * * *  ^  m d
really different
Theme Four
Mue,,cin8’yw,r kaMng? d° ^  -
P I b s B S S E I S
s^ etu n es - y°u know mto a classroom and you think how can I possibly do what they've just suggested 
So you've got an ideal to work from do you think?
I “ V!”d y0 ; ' cf n't al™ ys d°  i( l’ut 31 ,east you know what might be desirable - so it's changed my 
dunking m that way. I have found some o f it irrelevant and some o f it boring but I think that's the same 
with any course I don't think you can avoid that really - 1 think on the whole it has been quite well 
oigamsed - Certain subjects IVe really taken to and really enjoyed - not always the ones I thought I was
^  ‘ 80111810 enj0y' But 11 has changed my opinion o f m yself in certain ways. My estimation and 
m  abilities in certain areas have sort o f gone up probably - 1 think it's made me realise the importance o f 
? her apart ftom the core subjects, fm  quite a sort o f Matlisy person and IVe always sort o f
thought Maths was important and Language but I didnt realise how much PE for pvampU - 1 love PÈ 
and I love sport and IVe done a lot o f it but I dont think I really realised the importance o f it in primary 
school so that s quite good and Art and Music and -
A ll round contributions
I suppose it has sort o f broadened my general outlook which I suppose is the intention.
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Theme Five
Are you the only student there?
# = 5 s = e s a = s s 2
So you didn't feel part of it really?
■
- my— ^— *> ^  »=« « «w a
You’re quite aware of yourself as a student teacher?
Oh definitely and! really am grateful for the chance to come in and take the class. Sounds strange - it's 
af rP°m ' Aware !hal Im ‘akin8 °n qttite a b,g responsibility and I  don’t want to let
^dydown.Ialsornnawareofmyomlimitationsaswell-Jmeanthatdoesconceivmeslightlybnt
l ' m e f ^ d T T f re, n i C‘mf ,mk0f/ halId0n'thm e en°USh ^ r ie n c e  to deal with. I  don’t think 
l,Z7h r t  f  ,11 !'em y°U !'m goin8 to discuss tMs wi<h [my teacher] and the deputy
tell me if  I am supposed to be dealing with this.
Or is it possible to deal with this?
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Any Concerns?
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3.8 Students Account of School Context - Stage Two School Experience 
No. of children on roll -160
'  801,001 is sma11’ Victorian in the process o f building another school behind original.
Existing building mostly bright and attractive, but small, extreme shortage o f space.
•  The hall is no bigger than a good size classroom.
•  There is only 1 class in each year - reception - year 6  and a nursery.
•  " î  -  -  w - »  - «  " «
■ S— ‘b” 1'1-™1
The chüdrm have many problems, both at home and school and dont fimction veiy well a sa  group 
p.m. ana 1.30 p.m. for this reason.
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3.9 Student - Validation Comments From Reading Data Set
Dear Julie,
Kind regards,
Amke
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4. Stage 4 - May to July 1995
4.1 Diary
Anike did keep her diary throughout the year but lost it during packing and moving away fiom  r ^ n
V.%sv.s
*■* *...........  Ii i i r i rn rn  Vill
'xy/syssM wàêmâ
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4.2 Researcher Observation Visit to Anike Carter Second Block School
10.10
10.15
10.20
10.25
^ “ gp Z ^ f “ L Sh0Wing What they 0011,(1 do next '  breaking up the task.
10.30
10.35
S % % r o S T g ^  °n Wtat need 10 d0 kstcning and
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4.3 Student Teacher Commentary on Observation
4.4 Semi-Structured Interview Schedule -Last Week of the PGCE
Interview 4
The End of the Course
Students asked to bring their planning files and optional whether they decide to bring diaries.
With student and tutor consent, photocopies made of observations and overview report.
Ice breaker - personal and general.
Theme One
Tell me about your school experience: how did it all go?
Theme Two
Describe the qualities that you think you have which came apparent whilst of school experience.
Theme Three
What best symbolises you as you reach the end of your training?
Theme Four
Reflect upon your own learning experiences as a child and see if you can recall an incident which enable 
you to better empathise with the children that you have taught.
Theme Five
What kind of job is teaching/ is it what you thought it would be?
Theme Six
If you were to speculate about your career development, what do you see yourself doing in 2 years 5 
years, 10 years? J
Theme Seven
Did you have any points in the practice which stand out? They could for example be particular highs or 
lows - points when your nearly gave up or weren’t sure teaching was the right career choice.
Theme Eight
What d°n^n feeI have 1)06 ^  most significant influences on you teacher learning? What has helped you 
improve? What has prompted changes?
Theme Nine
What to you fear-look forward to most about starting a teaching job in September?
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4.5 Semi-Structured Interview - Last Week of the PGCE
FINAL INTERVIEW
Theme One
c : to sav how you fc,t thc— ' gcnera"v -
|® p I I S i
needextmhasSI e V to ta n d Z aN ^ î t o o f ^ L ^ " g Z ^ e YW toW ^ d0n't
[The teacher] was great. She was very supportive, very taid back and she was exhausted as well There 
were hmes when we were both down and exhausted you know. Didn’t have much to give at that 
particular point but generally it was fine and the head was brilliant and gave me a lot o f support.
Good, good
y0U T f  a lo t in a  811011 Peliod’ it is veiy veiy slow and you have to be veiy 
patient and bear m mmd lots o f other fectors you have to deal with what you have in the classroom You 
can t change all the other things that are going on outside the classroom.
No you can only try and be there. The same consistent person every day.
Immn I really feel for [the teacher] because she has had a whole year o f it and she looks, she just looks 
temble ^ olu tely temble. She’s got them all the time and you can see the dread in her face when I  was 
going. - She had to have them all back again because they’re you know - someone has got to do it they 
need a teacher, you know. The worse thing was just the way the children, it sounds terrible but it's the 
way the children are, it’s - which you can’t change, you can’t change how people are and the way they 
fa# fa ofby. 7%g %%%, ,*% Anaw fAe my f&y dm# ^ f  fW weW  f&e m y dky ragxW fa
new experiences and to yo u -yo u  know-they’ve just got no idea. I  mean they really don't know how to
Wwve md, adh/f, and ffadem a n d i n  awfAanfy. They deaf dkm dig same a , dwy d"gaf among
, ^  ^  ^  ^  6g/ng rwdg and fAgy arg gxdemg/y n/ck Anfyon can'fyon Anawyon
aAnasf canf fg// fAgn, Agcansg fAgy dbn'f Anaw fAgy'rg db/ng ,f and //"yon dy and fg/f fAgn, fAgy
immediately go against you -
Ifs confrontation isn’t it?
Yeah and unless you want to be doing that every minute o f the day and not get any work done you can't 
andyon Aavg fa./W an a/fgmadvg w y^ a/"aaA/gv/ng san^ Afnd a^cando/ and ,f{yynsf. - vlf dig gnd a/" 
fAg d y f A a n g A f  if iray /n*x%s,6/g and/_/&dgd - adngygdwAaf/wanfgdfa db fAgn /naf sfinf 
again - ga ,n mfA a ngw agf a/'sd-afggigs and a ngw sef a/-aA/ggfh;g^  and again fan^ affAase m/gAf id,/ 
and thats what [the teacher] did all the year and that’s what I  did. You just go in and you keep 
gva/nadng a// fAg fdng. /  n,gan ang a/"fAg anfy fA/ngr war diaf if rga/iy nnzAgf yon a^amrg, yon sin*; 
everything you do you know, every approach, everything you say to them you think right now was I 
confrontational? Did I provoke back? Could I possibly have done that better?
So you really do question the interaction?
You change things all the time you know to try and see what you think is a good outcome.
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Theme Two
About myself?
Yeah.
■
Theme Three
Can you think o f something that would symbolise you as a teacher?
T 6 6 6  " ,the seed you know - 1 started ofif as a seed at the beginning I suppose - 
phmted the idea that I wanted to be a teacher and then I suppose at the moment - 1 mean I started off as a 
httle sprout and at the moment I'm like a sapling, every time the wind blows I'm like this backwards and
T T ÎJ ’n T  rm rm sort o f wobbling less and less as something happens
and hopefully I m gomg to grow into a tree. Still slightly flexible but remains strong you know and is
ab leto cope with wind, hurricanes or whatever, natural disasters. Growing in all sorts of different 
directions probably.
Okay, good.
Theme Four
If you were to reflect on your own learning experiences as a child and think about your own 
education, can you recall anything that happened, that allowed you to have greater empathy with 
the children. - Like something you remembered at school that when you were in teaching practice 
suddenly came back to you as thinking - ah now somebody did that in a particular way and this is 
how, I do want to do it or don’t want to do it?
Yeah I mean my sort o f middle school experiences and prior to them were very happy and I  was 
imWiWrn /okq/gdra «mnWar acWtigf a/m acAW way
encouraged Tm thinking how much it really helped me so I try to be really enthusiastic and adjust my 
approach to suit the different children. They all need different things and I tiy to especially the quieter 
ones in that class really suffer because the ones that demand attention - they just got overlooked all the 
hme and I was really aware o f that a n d /tried to build them up - some o f them were very very shy and 
you know they've been in that class since they were in primary school and they've just got into this frame 
of mmd that some o f them are very bud and they demand things and they take over. Some of them are 
very' qu,et and they never say anything and they often get bullied by the others or pushed around and 
‘M sju st the way ,t is you know and I  was hying to sort o f build them up and my experiences at school 
helped me to thmkyou know it really does matter that they sort of be positive about themselves and they
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And there are so many outspoken children in that class.
I » * ® * *
S S S S F — —
Theme Five
If you were to describe to somebody what kind of job teaching was what would you say?
tWng' ,Yea5 i,'S diffi™lt ,0 answer reaUy having just been through that school
^ c a l l y X r ^
privilege for someone to trust you with their children and I  still think that and I  still love to do it but 
actually working in the State system with a primary school children I  think you are totally undervalued
^ 0wyou take on a lot °fresponsibility - and you’re expected to do it in your own time /  
/W r tW jm, Anow to to db tAe/06 qTteooAmg Anow
tAe/r /emTzmg tAem ^  dbn't W e, i^om wW yon dbn't W e mong/%
time to do that, you re not left with enough time. - There are too many other things that encroach on that 
even withm the cumculum I still think that it's very very difficult and you do have to be all things to all 
people. .. Teachers just bum out. If you are a good teacher and you want to do it properly you know 
everyone I've seen, you bum out after a while.
Do you think it is a vocation then?
Yeah I do, yeah definitely. I’ve always want to do it probably but mm you know I definitely think that - 1 
meanyou gomto it in a way with your eyes open because you know that having just done this year in the 
school expenence. I am now you know even more aware of the feet that it is very difficult. It's very 
rewarding because there are people involved and it often is if you want to work with people you know but 
rt s like nurses and doctors and everybody you know all these caring professions they are all undervalued.
I mean they 're all tired and worn out I think anyway - Totally underpaid and undervalued, definitely but 
extremely important - It's a very important job you know.
Theme Six
If we were to look at your career development okay and try and do some speculations - what do 
you trunk you’ll be doing in 2 years' time?
Hopefully I'll be working. Get a job is my first step - 1 don't know. I want to consolidate everything I've 
learned. Become you know the most effective sort of practitioner that I can become in a primary 
classroom - but there's lots of things I want to do. I would sort of want to go on and be a coordinator and 
develop in that way and take on more responsibility within the school but I also want to go abroad. I 
want to go and teach in a third world and do the VSO. I've always wanted to do that and I would like to 
try teaching in different situations and not just within the State system.
Special schools?
Yeah, that kind of thing, so rather than just general classroom teaching I would like to specialise and go 
into - teaching children with special needs which really appeals to me.
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know. I went into teaclnng because I wanted to teach children and so I would yeah. Lucky enough to 
have someone whois going to pay the bills. I'm sort of going for the job satisfection more than anything 
else. I am vety lucky I can do that because he loves his job and finds it extremely rewarding but brims
Theme Seven
Did you have one particular or a couple of particular low points in your school experience when 
you nearly gave up or came close to it?
Idi(iIhaJd 0ne ^  when ^  it-1 “  one night after I’d been for the second interview no 
the first interview and I got bade to London really really late and I was teaching all the next day and I 
had no chance to prepare and I just thought, I was so tired you know and I just sort of you know the 
thought of going back to the class the next day was just, it was just realty because I was tired you know I 
just thought - fm not realty sure about this and then it was after the thud interview that I just thought I 
realty thought I should have got it and I didn’t  I dont think it was because of lack of my ability I think it 
was for other things and I just thought - no I dont want to do it Maybe fm in the wrong area maybe I'm 
not supposed to be a classroom teacher, maybe I'm cut out for something else mm so that was a real low 
pomt and I did actually come back and say to Rick, fm not going to do it - fm going to do something 
else you know and he said - ‘No you cant because you're training to be a teacher.’ - 1 said I just don't 
want to be a teacher but I dont want to be a classroom teacher in the State system. I want to teach but in 
a (Afferent situation mm and I actually thought that before as well, I dont remember when it was - but I 
flunk it was three quarters of the way through and I just thought, there are no resources, the children are 
impossible but you know what you have to do in the classroom is impossible given those circumstances. 
Why should I put myself up for this abuse. I just felt like - I'm an intelligent person why should I do this? 
Why should I choose to do it? I cant see why I should cany on.
What are the benefits?
Yeah, you know because I wasn’t getting any - really felt that I wasn't but mm I suppose what kept me 
gomg and made me get up the next day and go in again and be totally abused, which is how I felt, was 
just encouragement from people. Rick was brilliant and my school experience tutor was excellent. The 
class teacher wasn't sort of - didn't - she was very good but because she was just sort of there all the time 
but sort of didn't encourage me verbally that much. She was finding it so difficult herself and I didn't 
expect it because she was totally drained as well. The head mistress was very good and other students 
were quite helpful. She was very good, she was under no illusions as to what went on in the classroom at 
ail. The deputy head was supposed to be my mentor - 1 didn't realty, I didn't find him very helpful at all, 
he was qurte negative. The general consensus was he was like so that which was fine so I didn't take it 
personally but he did often come in and say. - ‘Oh nothing wrong with them - what are you on about ’ 
You know and the last day I was doing - we’d just started to make chocolate crispy cakes for them
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l i l Z f i  T ' eS UP m eVf'y'thmS you *■ they ^ c n 't come across things. The.r vocabulary ,s so
toJnft ft' ^  %  t0 "gS' neW 'deaS mdconcePts- they just turn off. Can't do this don't wantto do it, its  bonng and then you re up against a brick wall.
Theme Eight
^ ( ^ t a in  aspects of the course have been very useful, some of it I think has been totally iirclevant I
Well I mean it's difficult to think back actually. I know at certain times I've felt time could have been 
better spent at home or in school. I know that it is difficult because they haven't enough places but I 
really feel that we should have more time in school. I think that it would have been useful because you 
«urt really teU until you get in there and start doing it A lot of the strategies they've suggested and a lot 
of the ideas and things you know when you go into school and see what it is like in the real world you 
cant put it into practice, they dont work. You havent got the resources to do things like that all the time 
especially m the class IVe just been in you know. The Maths course was quite interesting though again it 
was quite idealistic. Language was very interesting, mmm.... Science was good. I mean they were all 
very good but you've got such a lot to do that you cant really go away and do your own research. You 
ow ring together everythmg you've been taught and read around the subject and make your own notes 
and your ideas and take in. You can't - you sit in a lecture and you have, you take on board what's being 
said to you and you're talking with other people and you're very tired so often, you're not really 
participating fully. You come home and you've got mmm. .. I dont know preparation for school or 
youve got whatever, assignment or something and you put your notes away and they get filed and that's 
rt. You don't have time to go through them, there's lots of things that I would have liked to have taken 
up, ideas put to me but you just don't have the time, so in that way it's not that effective because you don't 
have the time. So much that's just thrown at you that in a 1 year course you just, you know a lot of it you 
cant take on board and it is just sort of jettisoned which is a shame. It is all valid I think, most of it but 
you cant. You need longer and I feel that they could have slimmed it down and given you more time to 
actually to take on board the basics of what they were trying to tell you. You know and really formulate 
your own opinions on them and read round them and actually have a better idea rather than throwing so 
much at you, when really it was impossible for you to think about everything.
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tore something that isto ly  successful you know, you think oh boy. Fve Just sat for 2 horns and planned 
this and it is a complete disaster.
Yes ft's Friday morning ft's the end of the week, I'm tired but I don't need this to fall apart right 
"0W-1 Rhappensto everybody at whatever level you know and if you are aware of how to pull ft 
know Ua*e * ‘hink you're okay- It's W  yw haven't got that capacity you
This is the thing, this is the one thing I found out about myself is that even when it is a complete disaster
you taow and someone else might walk in and think what is going on you know. Because you are in the
situation and you know the children you get and you sit and think through it. You think this is what 
were gomg to do tomorrow and you just pull it out, you pull out, you rescue certain things trom the 
situation and you think right back down to basics.
Floating and sinking.
Let's think about what's important here you know and well stick to the basics and well work out what 
are priorities are and we'll work out how we can have a success out of this total chaos. That's what 
happens and that's the way you just go from one sort of one day to the next. I think that's what IVe been 
able to do, is just keep pulling myself back from the brink.
At the moment the highs and the lows and the buzz you get out of teaching - the buzz that I got out of it 
and the successes have been totally out numbered by the failures. I'm just hoping that it is going to get 
easier because it has been really difficult. I think anybody in with that class would be a total nightmare 
because you know the class just dont like people very much. They like [the teacher] but they are horrible 
to anyone else and they were horrible to me - knowing that I can take that level of abuse and then still 
come out with activities that will get them enthusiastic I mean you know which was nice. Might be awful 
and then you come in with something that works that you can manage that thev enioy, everv now  aM 
again you know. " v ^
Pretty hard initiation then?
Yes it was, I reckon so. I'm still exhausted.
Theme Nine
Last thing really. - What are your fears about September?
Well I want a job. My fear is that I won't get a job. I think I will, I mean you know I feel that I will get 
one - when I'm not quite sure. I don't know, I mean having been with that class I’m actually quite looking 
forward to September and getting another one. I just don't think that anyone, it could be I mean you 
know if they are as bad them I'm going to have a nightmarish year but I dont think that any reasonable,
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there's nothing I will not be able to cope with.
YouVe had a pretty good initiation.
Just my luck I'll probably get an even worse class 
No I don't believe it!
E S p E H S S i
lœds. It doesn't mean to say it's not gomg to be the right school for me. You dont know do you and I
meani™ s P f y  disgushd by some of the attitudes in the schools that I went to, quite 
hard and quite, considermg I had to come up fiom London. Hie other pe^le had come a long ww veiy
sort of uncanng and veiy aloof and you know our standards are veiy high - which is fair enough - we're 
people as well.
And obviously you're judging whether the school's right for you aren’t you?
That s it, if they dont like you - this is how I felt after I came out of the de-briefing, I was veiy cross and
b? Ijust you ^  rm 1101 about to change myself to fit into a school. I mean you 
do adapt but I m not about to change myself or change my personality to pass an interview because that 
would be stupid.
Yeah because that wouldn’t be the school that you were right for anyway and the right job is there.
ft's just when you get to this point and lots of other people have got jobs - there is a lot of pressure on you 
and I dont actually feel too bad about it now. I mean I'll move to Yorkshire in one piece I'm getting 
mamed and it will come, it's the way I feel about it now -it's all, it will all fit into place but you can lose 
aght of that very easily especially when you know you're talking to other people and they've all got jobs 
fiom their first interview. You know they say how many have you had? I say 3 and I still havent got a 
job and then you know people are very cruel.
There are always those kinds of people.
Yeah and I got a job months ago and I got it on my first interview and it you know.
There is no need for that Okay, I've just got one more thing.
And it doesnt always work like that you know.
4.6 Supervisor Observation - Final School Experience
4.6.1 Observation 1 May 1995 - visit only
You have set up a really efficient looking file, with broad planning weekly planning etc all in place well 
done. I expect to see lesson plans and evaluations coming up to the same standard!
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Planned visits: May 9,19,23.
4.6.2 Observation of a Language Lesson 9 May 1995
Your PC’s are doing toU and yon are giving interesting and varied examples. Think when you are 
planning how you can cover some more - e.g. FC1 etc.
I can find a record of reading - do you keep Maths records?
You are doing well Anike!
4.6.3 Observation of a Design Technology Lesson 25 May 1995
Your planning is nicely laid out and your evaluations are useful and obviously feeding into your future 
lessons, well done. You are Hying hard in different areas - Your Maths lesson on the 22 May shows how 
necessary it is to give children the opportunity to re-visit areas of knowledge - procedural knowledge is 
soon lost if it is not grounded in understanding.
Your evaluations could be tighter, more closely related to the lesson intentions (Aims and Objectives) - 
e.g. Tues 16 May.
You have drawn out questions relating to handling the more disruptive children - hniMin. sensitivelv - 
selfesteem can seem thankless when children ‘blow-up.’ Look at the sorts of things which motivate 
them and use these as rewards.
4.6.4 Observation of a Writing Activity 15 June 1995 (Moderation Visit)
You have clearly worked hard and consistently throughout this school experience. Your planning and 
preparation are thorough and thoughtful in relation to the demands of the class. We discussed FC 3 and 
cnteria for assessment and the need to be clear about what you are looking at as part of the process of the 
actmty as well as the outcomes: these can be small steps as well as major concepts. Evaluations 
ffientfore, will include comment on the level and detail of the children’s understanding and how far yom 
detailed intentions have been achieved.
The story was well read and the children clearly enjoyed listening to the different voices which held their 
attention. The follow up discussion on point of view could perhaps have extended beyond goodies and 
badies-point of view can be more diverse. Perhaps the explanation and discussion was a little too short - 
th^ y didn t really have enough time to rehearse their idea’s (perhaps discussion in pairs/small groups 
might help - co-operation too).
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You tare a good rapport with the children and your management of them is sensitive and efficient This 
^ d o n e  SCh°01 eXPerie',Ce fi”m Which you ^  Ieamed a !<« and grown in
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4.7 Report on School Experience
Name: Anike Carter College:
School: Primary Class: 5 LEA:
Programme: Postgraduate Primary Tutor:
Block School Experience: from 1st May - 23rd June, 1995.
PROGRAMME
areThe grid below is a summary of the Indicative Achievement Criteria for this Stage. These criteria 
on pages C16 and C17 of the new ring binder 'Students in School-A Profile of Professional
^velopment'and in your class teacher's booklet Please tick the box that most accurately reflects your
student s achievements m each Area of Competence. Please write any additional comments overleaf, 
tlietili^udbn Yc -^ ^  ^  indicate priorities for your student's professional development in
STAGE
Area of 
Competence
Satisfactory Unsatisfactory
Level 1 Level 2 Levels Level 4 Level 5
Assessment and 
Record Keeping
V
Planning,
Preparation,
Organisation
V
Teacher
Effectiveness
V
Management of 
Children
V
Personal and 
Professional Qualities
V
NB The children in Class 5 are particularly "lively" and constantly test any adult working with them. 
Comments (relevant to the Areas of Competence overleaf)
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^  ^  C0”SiStent “  her
Anike quickly Armed relationships amongst the school staff and communicated well with parents She 
has shown an awareness of her role within the school with a specific commitment to the class.
Genera! Assessment
Progress Satis&ctoiy V Progress Unsatisfectoiy
The student has/has not seen this report.
Class teacher's Signature................................
Head Teacher's Signature..............................
Date...........................................................
This student will have access to this report in [the Institute].
Please return to:
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4.8 Questionnaire On The PGCE Course
'^ ^^ ^^ ^Êm^mÈmËÈÊÈÈÈmmàrnàîàÉmÊmmmmm
■mmm™
m m m m m â
mmmmmmm mmm
iÆ m iïmwzmm
Section A : Overview of the Course
Q1 My development as a learner: I have been encouraged to take
an active role in my own learning on the PGCE Course.
Q2 The PGCE Course has provided me with an adequate
grounding in core subject areas of Maths, Science and Tangage
Q3 I feel that I have developed an area of subject specialism for
the Primary School.
Q4 The PGCE Course has provide me with an adequate grounding
in the foundation level courses (Art, P.E, Music) etc.
Q5 I have been encourage to develop and extend my language
skills in spoken, written and reading throughout the Course.
Q6 The PGCE Course encourages student participation in evaluation
and administrative decision making.
Q7 I have been encouraged to discuss and investigate issues related
to Equal Opportunities in the Primary School.
SAAUDSD 
■ □ □ □ □
SAAUDSD 
0  0 * 0 0
SAAUDSD 
0 0 * 0 0
SAAUDSD
0 * 0 0 0
SAAUDSD
0 * 0 0 0
SAAUDSD 
0  0 * 0 0
SAAUDSD 
0  0 * 0 0
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Q8 I have been exposed to a range of ethical issues related to 
dealing with children, adults and colleagues within the 
school setting.
Q9 I have been encouraged to place importance on self reflection 
as part of my professional development on the PGCE Course.
Q10 The PGCE Course promotes development of new knowledge
and theories without regard to their practical application in school.
QH
Focal Competencies within my teacher learning has played an 
important role in my teacher development.
Q12 The PGCE Course has developed my level of self reflection
and enhanced my confidence in my ability to teach.
Q13 I understand and can relate the Focal Competencies to
areas of my teacher development.
Q14 The contexts of my school placements have been significant
to my success on the Course.
Q15 My school experience tutor has been significant to my success
in school.
Q16 My class teacher has been significant to my success in school.
Q17 Is the PGCE Course is as representative as possible of different
races and cultures.
Q18 Is the PGCE Course as representative as possible in male/female
ratio.
SAAUDSD 
□ ■ □ □ □
SAAUDSD 
□ ■ □ □ □
SAAUDSD 
□ □ ■ □ □
SAAUDSD 
□  □  ■  □  □
SAAUDSD 
■  □  □  □  □
SAAUDSD 
□  □  ■  □  □
SAAUDSD 
□ ■ □ □ □
SAAUDSD 
■ □ □ □ □
SAAUDSD 
■ □□□□
SAAUDSD 
□  □  ■  □  □
SAAUDSD 
□ ■ □ □ □
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Q19 Is the PGCE Course as representative as possible in a range
of socio economic groups.
Section B : Generic Statements About Teacher Education
SAAUDSD  
□ □ ■ □ □
Q20 My opinions and attitudes are rather similar to most
PGCE students.
Q21 As a parent I would be comfortable if my child’s teacher
was a newly qualified PGCE student
Q22 The status of Primary teaching suffers because it has been
traditionally a woman’s profession.
Q23 The PGCE Course is primarily motivated by student needs.
Q24 School Experience is closely related to the theoretical
components of the course.
Q25 When it comes down to it, you can learn about teaching
only by teaching.
Q26 It is important for tutors to relate the theories of children’s
learning to the school setting.
Q2? Most of the time students on the PGCE Course are
rarely dedicated to teaching.
Q28 The assessments on the PGCE Course reflect the quality of
my learning.
Q29 The theory component of the PGCE should primarily focus
on how to teach.
SAAUDSD
a u n a a
SAAUDSD  
□  ■  □  □  □
SAAUDSD  
■  □  □  □  □  
SAAUDSD  
□  □  □  ■  □
SAAUDSD  
□  □  ■  □  □
SAAUDSD  
□ □ ■ □ □
SAAUDSD  
■ □ □ □ □
SAAUDSD  
□  □  □  ■  □
SAAUDSD  
□ □ ■ □ □
SAAUDSD  
□ ■ □ □ □
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Q30 There is a significant difference between my vision of a quality
teacher education program and that which the Institute
PGCE provides.
Q31 There is little co-ordination in the curriculum among the courses
within the PGCE Course.
Q32 When it comes down to it, I have little affect on the changes
which might enhance quality of the PGCE Course at 
 Institute.
Section C :
Any Additional Comments
Please write any further comments about the PGCE Course 
which you would like to include:
SAAUDSD 
□ □ ■ □ □
SAAUDSD 
□ ■ □ □ □
SAAUDSD 
□ ■ □ □ □
Sometimes breakdonn in communication, re administration etc caused unnecessary problems, Le. uncertainty 
as whether OFSTED visiting the school or not, setting up of supervision etc.
Sometimes fek certain lectures, workshops irrelevant We could 
have done with more time in school
Thank-you for your time and Co-operation ©
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4.9 Job Application - Student Teachers Supporting Statement
INFORMATION IN SUPPORT OF THIS APPLICATION
y™ app,yin& p,ease ^ any addi,iomü
aE 0Î2S, 1lœl 10311 °ffer ^  combincd ^ crgy and enthusiasm of a newly qualified teacher, and 
Ae confidence aid assurance of a more mature applicant I have a happy and secure home life and a 
sensrtive and canng nature which results in a relaxed approach and the ability to see the funny side
0 M el love teaching and arm to do my best for each and every child in my class. I am willing to work 
as hard as is necessary to achieve this,
anAssis,ance Company, I liased with families dealing with emeigencies abroad. 
TTus called for pragmatism, diplomacy, quick thinking and the ability to relate well to others and to be 
able to put them at their ease. This I believe I am able to do very well. Years of experience with rhiM™ 
and parents from many different backgrounds has given me an insight into the home life of children and 
made me realise how important coopération between parents and teachers is in oider to provide 
consistency and support for the children.
EquaUy important, m my opinion, is mutual support and co-operation amongst staff. I am willing and
able to rely on my own initiative, but am equally keen to work closely with colleagues, to contribute my
own ideas and to seek and accept help and advice when appropriate. I recognise certain areas of
weakness and consider it essential for my professional development to learn fiom others with more
expenence. As an NQT, I am looking for positive feedback and support in order to become a better 
teacner.
1 can already demonstrate good classroom practice and am beginning to understand the needs of the 
chrldren and the role of the teacher at Key Stage 2 in more depth. Working with Year 5 and 6 classes 
this past year has shown me the importance of efficient classroom organisation and management and has 
given me the opportunity to develop my own strategies for ensuring this is the case. I am committed to 
equal opportunities and adhere to the policy of my present placement school when planning and 
delivering lessons. a
Above all, I believe that children learn best by doing, and then evaluating, and I try to incorporate 
opportunities for collaboration, investigation and discussion into lessons wherever possible. My current 
class teacher and I team teach according to what the objectives for the lesson are and we work together, 
in conjunction with Curriculum Co-ordinators on the planning of long-term Schemes of Work. I have 
experience of both subject based and topic based curriculum management, although have more 
experience of the latter. I am learning to assess children carefully and accurately and to keep detailed 
records which enable me to keep track of each child's progress. I also contribute to the school's record 
keeping and assessment procedures.
My special skills include artistic ability and creative flair which can be used to inspire and motivate the 
children and to provide an attractive and stimulating learning environment. In my own time, I enjoy 
painting, sketching and sewing. I also exercise regularly and love to play tennis and badminton. My 
favourite sporting activities are running and swimming. I belonged to the local swimming club, where I 
was awarded the Bronze Medallion for Lifesaving, until the age of 19 when I moved away fiom the area. 
At school I showed natural aptitude for gymnastics and was a member of the gym club for several years.
I was also a member of [an Outdoor Society] with whom I gained orienteering experience and walked 
200 miles of the Pembrokeshire Coastal Path. It is my intention to become actively involved with the 
teaching of Physical Education within the Primary School as I consider it to be an important curricular 
area and I also find it very enjoyable to teach. I hope to be able to gain the experience necessary to take 
extra-curricular activities, such as gym club, netball and volleyball. My experiences of sport at school 
were positive and increased my confidence and self-esteem which have inspired me to want to teach 
Physical Education well myself.
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"'Ss=;
at Key Stoge 2. Ths has involved me domg my own research with my Year 5 placement class at
Pmnaiy School. I also took over overall responsibility for the teaching of Mathematics with a 
Year 6 class during my first teaching practice.
Secondary interests are Geography, due to my passion for other countries and cultures and Information 
m m P^kerak and have good keyboard skills having completed a course in
 ^ ^!UniStoti0n*1 ** femiIiar ^  Pairages such as Word for Windows, 
educational software such as Logo, Branch, Chpboard, Pendown and 
Counter feel confident to encourage use of computers in the classroom as I make full use of 
Information Technology myself. I am keen to increase my own knowledge in this area and help the 
children to increase theirs.
I confirm that all information given in this application is accurate and I agree that if my application is
sucœssfal my appomtment will be subject to satisfactory criminal vetting under the legislation for the 
protection of children.
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5. Correspondence
5.1 Access to Privileged Information
18 November 1993 
Chair of Ethics Committee
Re: Access to Privileged Information
Dear Sir:
I am writing in relation to my research within the Faculty of Education. The focus of the research is to 
examme the progress of a PGCE (Primary) student-cohort form entry in September 1994 to the end of 
their training year in July 1995. It will attempt to chart the perceptions of the students in relation to 
trammg. The framework of the research follows in the footsteps of the Jennifer Nias study at the 
Cambridge Institute of Education.
In order to contextualise the research I need access and time with PGCE Application Forms so I can sort 
and categorize themes which will be emerging within the research. Therefore, I require formal approval 
fiom the Ethics Committee to photocopy this privileged information.
Outline of conditions that I agree to undertake:
I understand the confidential nature of the records and this will be strictly adhered to.
In order to access forms within a confined controlled environment, the photocopies would be kept in a 
locked filing cabinet and housed within the Research Room or within the Faculty Administration Office.
I would of course be willing to make a written declaration in conditions of confidence.
The faculty is in support of my research and believes that it will be of direct benefit in terms of analysis 
of recruitment and how students fare on PGCE courses.
I understand that all participants have the right to be informed about the aims and purposes and likely 
publication of findings. Please see consent letter attached, which I suggest will be posted prior to sample 
selection. r
Negotiating Access
I understand and adhere to the Ethical Guidelines for Educational Research, British Educational 
Research Association (1992).
Please could you consider my case and reply, stating the course of action, at your earliest convenience. 
Yours sincerely,
Julie Shaughnessy 
Research Associate
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5.2 Access to Student Application Forms
Date as postmark 
Dear ,
I am a Researcher at  .....researching the Process of Teacher Trammg on the one year PGCE
course. In order to contextualise my research I would like your consent to access your application forni.
AH the information will remain strictly confidential
Please fili m your details below and return in the s.a e. provided, at your earliest convenience. I would 
e to take this opportunity of thanking you in advance for your contribution to this study.
Yours sincerely,
Julie Shaughnessy 
Reply Form
Research: Process of Teacher Training 
PGCE (PRIMARY) 1994-1995
I do/not give consent to access my application form for the purpose of a research on the Process of 
Teacher Training on a one year (Primary) PGCE course.
Signed:
First Name:
Surname 
Home Address 
Tel:
College Address if different from the above:
Term Time
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5.3 Letters Requesting Access to Schools for Observation Visits
November 1994/March IM S
DearHeadteacher,
Rg: Research on Teacher Learning of Primary PGCE Student Teachers
I am a reseucter based in the faculty of  Education a t  Undertaking a research project as part o f a
rnu . i  he focus o f the work involves how teachers learn to teach on a one year PGCE.
A number o f students have agreed to participate in the study during the academic year 1994/95 One of
tiie students m the study is placed in your school during this term for block school experience. In order to
follow the progression o f learning through this period I would like to visit to observe the student 
teaching.
Both student teacher and supervisor are aware o f the possibility o f an observation visit. The class teacher 
w ill however need to be informed o f the purpose o f the observation visit is in no way connected to the 
student teachers assessment.
Should you require any further information concerning the research please contact me. In the mnmiim» 
rt you could fill in the reply slip indicating consent or no consent to the visit. It would be extremely 
helpful if  you could reply at your earliest convenience.
I look forward to hearing fiom  you.
Yours sincerely,
Julie Shaughnessy
C O N F I D E N T I A L  
Consent Form for Observation Visit 
Research on Teacher Learning 
I do/not give consent for an observation visit 
Name:
Signed:
Position Held:
Name of the School:
Thank-you for your time and co-operation
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5.4 Letters Requesting Access to Tutors for Observation Visits
November 1994/ March 199S 
Dear School Experience Tutor,
Re: Research on Teacher Learning of Primary PGCE Student Teachers
" i 116 fa? It5' 5 Education a t .............. Undertaking a research project as part o f a
m D . The focus o f the work involves how teachers learn to teach on a one year PGCE.
A number o f students have agreed to participate in the study during the academic year 1994/95 One o f 
the students m die study you are supervising in school during this term for block school experience In 
" M o w t h e  progression o f learning through this period I would like to visit to observe the student
Both student teacher and the school are aware o f the possibility o f an observation visit.
The purpose o f the visit is to understand the context o f the practice and to observe the student teaching.
Should ^ re q u ire  any further information concerning the research please contact me. In the meantime 
f  ^  m toe reply slip indicating consent or no consent to the visit. It would be extremely
helpful if  you could reply at your earliest convenience.
I look forward to hearing fiom  you.
Yours sincerely,
Julie Shaughnessy
C O N F I D E N T I A L  
Consent Form for Observation Visit 
Research on Teacher Learning 
I do/not give consent for an observation visit 
Name:
Signed:
Student Teacher:
Name of the School:
Thank-you for your time and co-operation
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5.5 Notification of Observation Visit
Research on Teacher Learning 
Dear School Experience Tutor,
I thought I would inform you of the date and time of my observation visit to ensure that this is not an 
inconvenient time:
Name of student teacher......................................................
School..........................................................
Date and Time of Visit:.................................................
p ie date has been agreed with the class teacher and the student but if there are any problems please 
dont hesitate to contact me.
Thank-you for your co-operation.
Julie Shaughnessy
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5.6 PGCE Interview Procedures
ffieOore Teaching T^m  ^  is m  selection procedure that is carried out by some of
PRE-INTERVIEW SELECTION
Candidates are called to interview following scrutiny o f GTTR Forms by two o f the following people:
Programme Convener
Assistant Programme Conveners (currently two) 
Schools Liaison Officer 
Core Tutor
Criteria for selection are those laid down by CATE (Council for the Accreditation o f Teacher Education) 
plus our own concerns as listed below.
CATE
Grade C in Maths and English at 'O' Level/GCSE or equivalent or an intention to acquire such.
A Place would then be conditional on achieving GCSE or internal Test 
Recent and relevant experience with children.
Broad base to education.
Degree or equivalent relevant to teaching primary school children.
Evidence of ability to communicate in written English.
Institute criteria
A rounded supporting statement that gives some indication o f reasons for teaching and own strengths. 
INTERVIEWS
Interviewing normally begins at the end o f October/early November except for individuals who request 
earlier dates because they are going abroad. In these cases the forms are subject to the same scrutiny and 
where possible two members o f staff are involved in the interviewing. A note is kept o f all the 
interviewing done by each tutor for this programme.
AT INTERVIEW
There is a general introduction given by the Programme Convener, Asst. Programme Conveners or the 
School Liaison Tutor that explains the course is a 9 - 5, 5 day a week course based in school and at 
Qjllege. The College element is described in general terms. At present 54% of the course is school 
based. The nature of these school placements is clearly described so that students who are presently 
living m regions other than [Institutes surrounding area are] aware o f the commitment they make to 
travel to schools. The structure is described as is the possibility o f attaining the Catholic Teachers' 
Certificate whilst on the course.
There is then time for general questions before the group is split into two and each group partake in a 
group discussion based on some quotes from educational texts, whilst the tutors interviewing watch and 
listen. During this time tutors are looking for individual's participation, ability to listen, analytical 
capabilities, reflectivity and sensitivity to others as well as possible leadership strengths.
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informed that they will hear in two weeks.
When all mtervievvs for that session have been completed the tutors meet together and each individual is 
discussed and a decision made to accept or reject. Reasons for rejection are recorded on the Institutes 
interview form. The result is recorded on a talfy sheet. A copy of this sheet is retained by the Programme 
Convener and the original sent back to PGCE Primary Admissions. When letters of acceptant have 
been sent out mid the student acceptance is received a copy of the complete form is returned to the PGCE 
Coordinator. Regular checks must be made on the numbers and dealings with GTTR closed when the 
required number is reached.
Criteria for Acceptance
Reasons for wanting to teach should reflect more than just an interest in children.
Some understanding of the teachers role and how children learn is desired, albeit in a simple 
form.
An understanding of how their own academic education can and will enhance their role as a 
teacher.
An ability to communicate coherently in English.
A critical awareness of the changes taking place in Education.
A sensitivity to others.
A willingness to listen.
Good health.
Evidence of varied experience with children particularly of the age they wish to teach.
Debriefing after interview is possible if candidates wish. This will be done in written form bv the 
organising tutor.
NOTE TO TUTORS
Thank you for agreeing to interview for Postgraduate Primmy students for next year. The format of the 
halfday is as follows:
There will be two groups of students called for interview in each 1/2 day - a maximum of 16 in each 
session. A session starts with an introductory talk by the Programme Convener or an Assistant Convener 
followed by questions. You will then interview each candidate for about 15 minutes only following the 
Institutes sheet. At the end of each set of interviews and before the next group session tutors will meet, 
usually over coffee to discuss each candidate in turn to accept or reject and reasons for either will be 
dearly recorded on the interview sheet A record will be kept of the number of interview sessions and 
you do and appropriate adjustments made to your records.
UNIVERSITY OF SURREY LIBRARY
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